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This thesis is concerned with children living with domestic violence and the role and 
responsibilities of school firstly to recognise and support children living with 
domestic violence. Secondly, to enable the prevention of domestic violence for all 
children. It explores the interrelationship of the overlapping paradigms of child 
protection, domestic violence and school. 
Children living with domestic violence have been described as the 'forgotten' or 
'invisible' victims and although currently are receiving increased attention their 
visibility in school is still limited. School has a multiplicity of roles but the 
overarching responsibility is to educate children, achieved through the delivery of the 
national curriculum. However school also has a socialisation, moral, pastoral and 
welfare role to safeguard children and prepare them for the responsibilities and 
opportunities of adult life. Moreover, school although gaining increasing autonomy 
is conversely influenced by a culture of market driven outcomes of attainment and 
improvement. 
This exploratory thesis examines the dilemmas and inconsistencies inherent in the 
public/private divide of 'school' and 'domestic violence' to shed light on the 
meaning of the rights of children to an inclusive education that is relevant and 
empowering. The approach is through the perspectives of school based and other 
professionals who have the ability to influence and make a difference to the outcome 
for children. 
It is hoped that the findings can have a positive effect for all children but particularly 
for those living with domestic violence. 
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Introduction and Orientation 
1: Introduction 
This thesis explores under-researched educational and school-based issues in relation 
to the phenomenon of children living with domestic violence. It inter-relates 
overlapping paradigms of children', domestic violence and schooIS2 which, although 
currently are receiving more attention, have previously remained unidentified and 
unconnected (Mullender et al 1998). 
The study is based on the hypothesis that schools can make a difference and have a 
unique part to play in safeguarding children, by recognising and supporting children 
living with domestic violence and also by providing preventive education to all. 
However schools do not operate in isolation and this study focuses on school as a 
central facet of a multi-disciplinary and 'joined up' strategy to both educate and 
safeguard children. 
The fundamental aim is to explore how individuals in some schools are fulfilling 
their educational, pastoral, citizenship, moral and social responsibilities in relation to 
children living with domestic violence and to their entitlement to a 'broad and 
balanced curriculum that prepares them for the opportunities and responsibilities of 
adult life' (ERA 1988). 
The central focus is domestic violence, which affects an unknown number of 
children (DoH 2001), of whom many remain societally 'invisible' or unrecognised. 
All children, irrespective of their home circumstances, are expected to attend school 
and are entitled to receive an 'inclusive' and relevant education for approximately 12 
years of their life, which not only provides qualifications, but also prepares them 
socially, morally and emotionally for adult life. Finally the linking paradigm of child 
protection connects theoretical and practice based interventions, currently 
conceptualised as 'safeguarding children', and some children's home based 
1 Children up to the age of 18. 
2 Schools in this study refers to state schools both primary and secondary. 
I 
Chapter I 
experiences of maltreatment and abuse, with an educational culture and organisation 
that predominantly focuses on market driven outcomes of attainment and 
improvement. 
I: Schools in context 
Schools are complex organisations. Different areas of school life are not discrete 
entities but frequently overlap, or exist on a 'pastoral-academic' curriculum, either 
intentionally or unintentionally. The philosophical underpinning of every aspect of 
school life is frequently conceptualised as a 'whole school ethos' or para-curriculurn 
(Ryder and Campbell 1988) and is variously known as the hidden or informal 
curriculum. The 'whole school ethos' impacts on and is impacted by the concept of 
social justice, with many teachers seeing their role as countering social injustice by 
promoting opportunity for the least advantaged. Conversely schools as institutions 
reflect the societies which produce them and have the added force that they can 
reproduce those societies. Thus there is no part of school 'which is not part of the 
curriculum' (Walking 1998: 40). For example, sexism and sexual harassment if 
tolerated in school become part of the socialisation and formation of students (and 
staff) and continue to be replicated and unchallenged in the wider society (Hame 
2000). 
Schools employ teaching and non-teaching staff, as well as involving educational, 
health and social welfare professionals who visit and work in schools, often 
interacting with school staff and students on a daily basis. Additionally, although 
self-managing, schools do not operate in isolation and there are many other 
individuals that this study impacts on and whose professional perceptions, values and 
attitudes will add holistically to an understanding of the role of school in relation to 
children living with domestic violence. Moreover, teachers and schools have been 
identified by others as having an important role in addressing domestic violence. 
Some UK schools and Local Education Authorities (LEAs) have started to work on 
this issue (chapter 3), but it is still localised and patchy (Mullender et al 2002: 220). 
Although there are currently increasing numbers of schools being supported to 
develop this neglected area of work, the main focus is on teaching strategies and 
2 
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curriculum development. Predominantly, practitioners outside of the school setting 
and sometimes women affected by domestic violence initiate it, although often in 
partnership with schools, for example the Westminster Schools Project (Debbonaire 
2002). Moreover for almost two decades schools and education practitioners have 
been subject to major and radical changes that have been imposed from without, for 
which their views have rarely been sought. This thesis, although addressing discrete 
facets of school life, acknowledges that they cannot be viewed in isolation and can 
affect and be affected by other interactions, relationships and priorities, both inside 
and outside of school. 
Practical questions to be considered within this thesis include: 
How do respondents understand domestic violence? 
How do respondents perceive their roles and responsibilities? 
e Are respondents aware of how domestic violence may impact on children and 
young people in schools? 
* How are respondents recognising and supporting children and young people 
living with domestic violence? 
9 Do respondents work collaboratively? 
e Do respondents seek to integrate domestic violence into the whole school 
curriculum? 
Domestic violence is becoming increasingly conceptualised as a child protection 
issue and concern, with all state schools in England having a duty to contribute to a 
multi-disciplinary approach to protect and safeguard children in their care (DfEE 
2002). However, although current studies concerning children and domestic 
violence frequently refer to the 'overlapping of domestic violence and child 
protection' (Kelly 1994, Hester et al 2000, Humphreys 2000, Mullender et al 2002), 
there is less frequent mention of an overlap with all aspects of schools and the 
education system. Action on domestic violence and woman abuse in the UK has its 
theoretical and activist roots in feminist critiques emphasising the concept of male 
power and control, whilst child abuse is situated more fundamentally in a clinical, 
psychological or individualist framework (Stark and Flitcraft 1996) adjudicated by a 
legal system (Parton 1997). However for both woman and child abuse, statutory and 
3 
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legal responses have assiduously prioritised physical abuse and child sexual abuse 
over other emotional and psychological abuse in a 'hierarchy of severity' (Hester et 
al 2000). This hierarchy, although showing signs of changing, continues to be 
reflected in schools' pastoral operational practice that situates recognition and 
responses to child abuse in a physical domain and currently obscures the links with 
domestic violence. The responsibility to respond to child abuse in school is 
embedded in the pastoral care system, operated as a specialist remit by a child 
protection designated teacher, who, depending on the size of the school, is often a 
middle or senior management staff member. Despite the educational 'social 
inclusion' (SEU 1998) agenda incorporating the differential needs of all children3 
attending school, domestic violence is not an explicitly identified concern, within 
4 
either the pastoral or academic sphere, although child protection is . The status and 
organisation of the pastoral care system is influenced by the management style and 
whole school ethos, but will frequently be perceived to be subordinate to the delivery 
and measurement of the statutory curriculum and its public accountability. However 
some would argue that there is an essential and valuable interrelationship and 
interdependency (David 1987, Ryder and Campbell 1988). This study found that the 
academic hierarchy in school further compounds the hierarchy of both the 
experiences of domestic violence for children and the pastoral care system in school. 
Estimates suggest that at least 1 in 4 women will have experienced domestic violence 
at some time in their lives. Current research has found that 45% of women and 26% 
of men aged 16-59 could recall being subject to domestic violence, sexual 
victimisation or stalking at least once in their lifetime (Walby and Allen 2004). This 
implies that many children will also be living with and affected by domestic 
violence, impacting on all aspects of their life, including school. Schools for some 
time have had a statutory responsibility to offer 'a broad and balanced curriculum 
that prepares students for the opportunities and responsibilities for adult life' (Section 
I ERA 1988). Since 1989 children in the UK have also been ostensibly proffered 
rights through the Children Act (1989) and in 1991 the United Nations Convention 
3 For a discussion of a 'rights' perspective of inclusive education see Visser and Stokes (2003). 
' New child protection guidance, for which there has been recent consultation, is expected shortly and 
will include domestic violence 




on the Right of the Child (UNCRC) (1989). Minimum agreed standards were set to 
secure children's rights in education and State Parties to the Convention undertook 
'to make the principles and provisions of the Convention widely known' (Article 42). 
If schools are to be truly inclusive and also fulfil their legislative responsibilities, it 
could be expected that teaching about domestic violence is a prerequisite of 
supporting and educating children to succeed in the transition from childhood to 
adulthood. However, as yet domestic violence as an issue to be addressed remains 
invisible in many schools. 
Current studies relating to children living with domestic violence emphasise the 
social, health, mental, welfare and to a lesser extent educational implications of 
domestic violence as a form of maltreatment for children, with a focus on the 
preventive and supportive role of health and social services. It has been suggested 
that the impact of living with domestic violence can have both immediate and long- 
term negative effects on some children, sometimes with profound outcomes. Other 
children may possess or develop a protective resilience that safeguards them; 
however it would be myopic to presuppose that this 'immunity' will offer lifelong 
protection. Increasingly studies, reports and consultations (EMSO 2003, WEE 
2004) are suggesting that schools and the education system also have a role as 
partners in a multi-agency response to recognise and support children living with 
domestic violence. By drawing on international studies from Canada, Australia and 
North America, it has also been suggested that schools have an additional 
responsibility to help prevent domestic violence in the future for all. 
The secondary health and social welfare role of UK state schools has developed in 
reaction to particular 'visible' social problems which were having a national impact. 
For example, the provision of school meals in the early 20'h century' came in 
response to malnourished army recruits and concerns for the future health of the 
nation (CCCS 1981). A pastoral role has always been an expectation of the public 
school system and has incrementally been incorporated into the state system. 
However, the primary role of school is to educate, underpinned by the necessity of 
ensuring children are attending, it sometimes being argued that education cannot be 
5 Deacon (2000) provides an interesting overview of New Labour's identity, including the relationship 
with the New Liberalism of 1906-14. 
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successful until children are emotionally ready (Pring 1987, Sylva 1994). 
Attendance in school is of paramount concern and 'truancy and exclusions have 
reached a crisis point' (SEU 1998) and although New Labour have developed a range 
of new initiatives, there is as yet little to suggest that strategies are making a 
difference to local and national non-attendance rates (Reid 2003). Two key reasons 
suggested for school non-attendance are the rigidity of the national curriculum and 
peer pressure (Reid 2002). However Reid also suggests that: 
there is the clearest possible evidence that home background and other 
social factors are among the best predictors of truancy and school 
absenteeism (Reid 2002: 4). 
The increasing body of 'children and domestic violence' research has not yet fully 
progressed into the domain of education and, where it exists, is still limited to issues 
of prevention through practice-based initiatives, including resource development and 
curriculum delivery. There is as yet little evidence-based research or evaluation to 
suggest models of existing good practice for curriculum planning or delivery, 
although there is much to be learnt from SRE and HIV/AIDS methodology (Holland 
et al 1990, Thomson and Scott 1991). However there is an even smaller body of 
research interest to draw on relating to the pastoral domain of school life that 
particularly priorities domestic violence. Child protection and education research 
nonetheless provides a firm foundation and there are many similarities. From this 
information desert my natural instincts have been to additionally draw on 
professional experience underpinned by a 'self empowerment' theoretical model to 
enable the meeting of needs (Maslow 1968, Hopson and Scally 1981, Tones 1987). 
This has led me to question 'what is blocking schools from considering the inclusion 
of children living with domestic violenceT Additionally, 'what can enable schools 
to be encouraged and supported to be pioneers and work to benefit all children? ' 
Although domestic violence may be considered contentious, schools have for many 
years successfully integrated other related and similarly challenging issues into the 
curriculum (Warwick et al 1988, Thomson 1992, Ray 1995). 
6 
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2: A personal journey 
Before moving on to contextualise domestic violence for children, I would firstly like 
to offer a glimpse of my personal journey in the development of this study. 
I have approached this thesis from the professional perspective of an educational 
practitioner, who has worked with both children and young people and their 
educators. Most recently, my practice had been concerned with sexual health 
education in schools and the uncertainties that educators have of implementing this 
sensitive area of work into the curriculum This experience led me to consider the 
additional implications of educating about sexual health in the context of total life 
experiences. Whilst developing alternative educational models of sexual health 
education through peer education in both school and youth and community settings, 
young people's personal experiences of abusive situations, both in their families and 
developing sexual relationships, were revealed. Consequentially for some young 
people this also included extreme coercive relationships resulting in prostitution (or 
third party abuse), drug and alcohol use, homelessness, self-harming behaviours and 
mental health problems and sometimes experiencing all of these over a period of 
time. The experience of developing peer education augmented my understanding of 
the importance of education. This could be a means of deliberately enhancing 
interpersonal skills and empowerment strategies, for young people to discover their 
own relevant ways of educating and supporting each other on their own terms. 
The opportunity to be reflective in my personal life about the intersecting and 
varying influences of socio-economic, educational and gender precepts throughout 
crucial life stages has also been influential in the development of my thesis. In 
childhood these were experiences of whispered secrets about abusive situations; the 
unquestioned male primacy, whether as father, grandfather, or husband and their 
needs and expectations that were required to be fulfilled by females. In adulthood, 
lost career opportunities, emotionally abusive relationships and the inadequacy of 
civil legal proceedings have all indirectly contributed to my personal understanding 
of some of the constituent issues of domestic violence for children. 
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My quest for a dialogue between theory and practice and activism to infonn my 
thesis was realised by becoming involved with Women's Aid and working on the 
National Domestic Violence Helpline. Listening to hundreds of women speak of the 
impact of living with domestic violence, both for them and their children, was a 
salutary experience. In particular, hearing about the frequent negativity concerning 
the statutory (including education) and legal services helped to direct, frame and 
develop my theoretical understanding. They described varied experiences of 
inconsistencies in practice and responses they received or expected to receive from 
the police and statutory and legal services, with very few being positive. Over a 
four-year period women's experiences did not appear to improve and I began to 
question not only the efficacy of interventions offered to women, but also the 
motives underpinning the interventions. My questioning, particularly in relation to 
their children, encouraged me to develop a model for understanding this based on a 
kaleidoscope. Simply, it places the person living with domestic violence at the 
centre of a multi-dimensional situation and whoever turns the kaleidoscope can take 
control of the resulting pattern and shape. Initially the perpetrator may take control, 
later it may be a social worker, refuge worker, friend, solicitor or teacher and even 
the person themselves may be empowered to take control. Depending on a myriad of 
options, including the 'operator's' understanding and experience of domestic 
violence, professional or personal status and desire to change the situation, so the 
pattern will fluctuate. 
For the women phoning the Helpline their varied experiences often appeared to 
seriously impact on their confidence, self-esteem and minimisation of their 
situations. The unifying factor was frequently self-blame and taking personal 
responsibility for seeking strategies to remedy the abusive situation. This had a 
further effect for me. Firstly I questioned the gendered inequality of their 
educational experiences as girls and how this might influence their expectations of 
purpose, status and personhood. Secondly, I questioned whether the experiences, 
support and intervention that children living with domestic violence might receive 
was as varied, inconsistent and 'kaleidoscopic' as their mothers' and who or what 
might be controlling that and why. Moreover I questioned whether schools, acting 
'in loco parentis' and as educators, could be pivotal in effecting change in the 
development of normative gender and sexual relations, in addition to enabling and 
8 
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empowering all children to access their rights to an education, which would include 
learning about domestic violence. 
This reflexive process has reminded me of the endeavour to balance the expressed 
need, concerns and entitlement of children and young people to relevant sexual 
health and HIV education with the seemingly contradictory market-driven role of 
schools and statutory curriculum requirements. The stigma, isolation, and secrecy 
surrounding both people living with HIV and their fiiends and families rendered 
them invisible. The controversy of teaching about gender and sexuality and 
perceived 'promoting of homosexuality'; the erasing of children's innocence through 
teaching about sexual health, all resonate with similar issues for children being 
educated about domestic violence. However, unlike estimates of children living with 
domestic violence (Atkins 2001), there are still few children attending school who 
are directly affected by living with HIV. Most children living with domestic 
violence, will be enrolled in and attending schools and, although frequently invisible 
and unrecognised, they may have a myriad of pastoral care, health, welfare, social 
and support needs. All children, including those living with domestic violence, are 
entitled to access to schools and to receive an education. This education should 
extend beyond the statutory curriculum (WES 2000) to embrace the present 
Government's clearly stated social inclusion agenda for children. 
3: Contextualising domestic violence for children 
Despite apparent links between children living with domestic violence, child 
protection and schools, research, policy, practice and theory are apparently slow to 
develop these links to the benefit of children. Embedded in all three are issues of 
power and control, responsibility and the invisibility of domestic violence for 
children. Power and control are manifested and embedded in patriarchal attitudes in 
the home, school, the legal system and social services. Responsibility for domestic 
violence is not demanded of perpetrators, nor of institutions for intervention and 
prevention. Fundamentally underpinning both is the invisibility of women, children 
and perpetrators within policy and practice, at national and local levels. 
9 
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Increasingly, research has shown that when a woman is experiencing domestic 
violence perpetrated by her male partner, there is likely to be concurrent and 
intentional abuse to her children (Kelly 1994, Hester et al 2000). Domestic violence 
has until recently only been recognised in abusive adult relationships and only during 
the last decade has it been seen also to implicate and involve children. For a child 
attending school, any intervention or support offered to an abused child is likely to be 
initiated by a school practitioner and offered frequently only to the child, ignoring 
the combined and interrelated impact on children and their mothers. It is crucial, 
therefore, to contextualise domestic violence for children within a wider 
understanding of the effects it also has on other family members, particularly their 
mothers. This is necessary for all school practitioners, teaching and non-teaching, 
but is particularly salient for those in primary schools, when younger children are 
more dependent upon their mothers. 
For children in school of all ages, teaching about domestic violence has implications 
for all educational practitioners. Firstly, for children living with domestic violence 
who may not have already been recognised in school, being taught about it can have 
both positive and negative impacts, the latter necessitating supportive pastoral and 
welfare action, often jointly working other agencies. Secondly, domestic violence 
could be taught in many areas of the curriculum, but it is particularly relevant for 
Personal, Social and Health Education (PSHE) and Citizenship, which in some 
schools overlaps with the pastoral system, and especially in Sex and Relationships 
Education (SRE). The problems of staffing and situating these curriculum areas in 
the academic hierarchy will be discussed further in Chapter 3. At this point it is 
important to remember that they have had a difficult and fractured history and are 
frequently taught from a purely information or medical model perspective (Tones 
1987), with minimal reference to gendered relations. For education relating to 
domestic violence to be meaningful, teachers will not only benefit from an 
information base but also a theoretical understanding embracing the concepts of 
gendered power and control (Hame 2000). 
This chapter proceeds to contextualise the phenomenon of domestic violence for 
children in that of their mother's experiences. 
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1: What is domestic violence? 
Despite the usage of the terin domestic violence in the UK and other European 
countries as a 'shorthand', mutually recognisable and understandable term 
(Mullender and Morley 1994), feminists are critical of the terminology. Firstly, it 
suggests that 'violence' of a physical nature is the sole and paramount constituent, 
thereby concealing other abusive and controlling behaviours that are frequently 
concurrent and underpin the violence. Secondly, it situates the phenomenon of 
domestic violence as occurring in (sexualised) relationships within the private and 
sacrosanct (Richardson 1999) sphere of a shared family home, whereas it frequently 
continues and escalates during the ending and post-relationship periods and in other 
sites (Walby 2004). Thirdly, it obscures and negates the gender of the person 
responsible for the violence and abuse, predominantly men (Dobash and Dobash 
1980), in addition to concealing the gender and age of the victim, usually women 
and, critically for this study, children. Kelly (1988) alternatively suggests that all 
violence from men to women and girls is sexualised and should not be defined within 
hierarchical limitations but as a continuum of sexual violence affecting all ages. 
When focusing on definitions in research terms, the data collected in the context of 
the breadth or narrowness of the term 'violence' has far-reaching implications. A 
broad and inclusive definition will present a problem of greater magnitude than a 
narrower definition and present a more generalisable picture across a wider spectrum 
of violence(s). Adopting a narrower definition of physical violence may address an 
understanding with more specificity and be more quantifiable, but equally may be 
problematic in reflecting the reality of women, and also their children, experiencing 
violence in the totality of its overlapping forms (Dobash and Dobash 1998). For 
abused children, a child protection response is frequently limited to physical and 
sexual violence, which for schools is more easily identifiable as a cause for concern 
than emotional abuse and neglect (Geffner and Rossman 1998). In a school setting, 
the effects and impact of domestic violence for children manifest through social, 
behavioural and emotional difficulties are more easily attributable to other causes if a 
narrower definition of domestic violence is adopted. 
For many women, the fear and threat of, rather than actual, violence serve to function 
as an effective form of social control (Hamner 1978). Walker (1979) also refuted 
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that physical violence is worse than other forms, by illustrating that most of the 
women she interviewed described verbal abuse and humiliation as their worst 
experience of abuse. This was irrespective of whether physical violence had been 
present or not (see Mooney 1994). 
Despite the fact that studies that have consulted women suggest that domestic 
violence can take many forms, physical violence is still the most obviously 
identifiable and measurable (Mirlees-Black 1999, Walby 2004). As elsewhere, in the 
UK the physical assault of men to women is not legally permitted (Wilson 1983), but 
not all aspects of domestic violence can be defined as crimes, neither do they 
currently fit into the categories of assault under criminal law (Harwin and Barron 
2000). Moreover violence and abuse (however categorised) between people who 
know each other is more frequently considered to be less serious that that from 
'Strangers'. Consequently the traditional police response has been to treat a domestic 
violence situation impartially (Wilson 1983, Hamner et al 1989) and to trivialise as 
'... just another domestic', left to be resolved by the parties involved when officers 
decide 'no further police action necessary' (Mulraney 2001: 23). Other helping 
professionals, such as lawyers, social workers and doctors as well as police officers, 
have been criticised not just for their indifference but as being centrally implicated in 
the very construction and perpetuation of violent relationships through their 
unsympathetic and unhelpful reactions and interventions (Mullender and Morley 
1994: 9). 
However, there has been extensive debate within the Metropolitan Police force 
regarding the Home Office definition of domestic violence. 
The big debate at the moment at a strategic level is about definition, ... Unfortunately there are some 14 definitions of domestic violence, at the 
moment in the UK... We don't have two definitions of murder do we? 
(Mulraney 2001: 22). 
Despite the emphasis on the physical elements of domestic violence in relation to 
criminality, the Metropolitan Police adopt the Association of Chief Police Officers 
(ACPO) definition of- 
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Any incident of threatening behaviour, violence or abuse (psychological, 
physical, sexual, financial or emotional) between adults who are or who 
have been intimate partners or family members, regardless of gender 
(Mulraney 2001: 22). 
Although a positive development, this expanded definition clearly situates adults (of 
either gender) as both recipients and perpetrators of domestic violence and excludes 
children by negating their experiences. Furthermore, it disregards the undisputed 
data that identifies women as being the predominant sex at the receiving end of adult 
domestic violence perpetrated by men. 6 Although physical assault is one facet of the 
phenomenon of domestic violence, there are indications that it is beginning to be 
taken seriously as a criminal offence by the police and legal system (Home Office 
2003) and other statutory services (Humphreys 2000). However women themselves 
frequently minimise and normalise domestic violence. Personal and anecdotal 
evidence collected whilst working on the Women's Aid Federation England (WAFE) 
Helpline illustrates this. For example: 
It's nothing much. He just kicked me in the head. I'm really sorry to 
bother you. ... What can you expect. It's 
just the way men are. 
Furthermore women often take responsibility for men's actions, by being in the 
'wrong place at the wrong time' (Richardson and May 1999): 
I try my best not to do or say anything that will set him off. ... It's my fault because I went home, even though I knew he'd be there. (WAFE 
training materials December 2001 unpublished/personal communication). 
Walby (2004) similarly recognises that women frequently minimise the occurrence 
of domestic violence and would only name it if it were more serious for example by 
being injured. Significantly, younger women (aged 16-24), and those who had 
recently left school, were less likely to define an event as domestic violence (Walby 
2004: 40). 
Domestic violence is very seldom an isolated behaviour or event, rather more it is a 
combination of associated abusive and controlling behaviours that incrementally 
increase both in form and severity and frequency, pervading all aspects of life 
(Walby 2004). The crucial and fundamental context of domestic violence is located 
6 Between 80-97% of domestic violence is directed towards women (Mayhew et al 1993: 83). 
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in the acting out of the sexual interrelationship between a man and a woman, which 
has implications for the whole of the family. The degree and frequency of the 
violence, abuse and coercion is further influenced and maintained by the structural 
nature of cultural, hierarchical, family and social boundaries, which may differ 
between women (Hamner 2000); there is no one stereotype or syndrome but a variety 
of recognisable patterns. 
2: Who does domestic violence involve? 
In North America the Conflict Tactics Scale (Straus 1980) which investigated 
conflict and disputes in the context of 'family violence' and, more recently in Britain, 
the 1996 British Crime Survey (Mirlees-Black 1999), both identified men and 
women as perpetrating violence 7. However the former study has been criticised as 
being methodologically problematic (Johnson 1998), for ignoring gendered power 
imbalances and excluding sexual violence, in addition to crucial details about 
motivation, intentions and consequences (Saunders 1988, Dobash and Dobash 1992). 
The Mirless-Black report further explained that one woman in four experiences 
domestic violence at some stage in her life and estimated that between one in eight 
and one in ten women had experienced domestic violence in the last year. Although 
the same proportion (4.21/o) of men and women aged between 16 to 59 had been 
assaulted by a partner in the previous year, women were more likely to be injured in 
assaults and also more likely to describe themselves as living in fear of their partners 
(Mirlees-Black 1999: 20). Mooney (1994), in a study in North London, found that 
almost one in three women reported experiencing domestic violence at some time in 
their lives. 
Despite studies providing corroborating findings, they also caution that the true 
extent of domestic violence is probably underreported, suggesting that it is one of the 
highest hidden figures of any crime (Mooney 2000: 24). 
The nature of violent and abusive relationships can be defined as '... violence 
between adults who are in an intimate or family relationship with each other', which 
is most often a '... sexual relationship between a woman and a man' (Hague and 
Malos 1993). A further explanation may elaborate on the relative degree of 
7 The 1996 BCS reported that 4.2% of women and 4.2% of men said they had been physically 
assaulted by a current or former partner in the last year (1999: vii). 
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responsibility or 'victimisation' of the adult (Dobash and Dobash 1992, Hague and 
Malos 1993), mask or clarify the issue of the perpetrator's gender (Abrahams 1994, 
Mooney 1994) and take account or not of lesbian and gay relationships (Renzetti 
1992). The mediating factor is that the adults involved are or have been in a 
(hetero)sexual relationship, situating sexuality as a crucial determinant of a definition 
of domestic violence. In the current context of the availability of research studies 
and data identifying predominantly women in heterosexual relationshipS8 being 
abused by their male partners, ex partners or lovers, then sexuality, as defined within 
an essentialist theory, is part of the natural biological makeup of each individual. 
That is, having 'sex' or penetrative intercourse that is done to women as the passive 
recipients (Jackson 1982) is conceptualised as a natural instinct or drive demanding 
falfilment through sexual activity with the opposite sex. Anthropological studies 
have demonstrated that there are cultural variations in what is defined as 'sex'. 
However, recognising cultural diversity in the meanings and organisation of sexual 
behaviour does not challenge the more fundamental assumptions of the essentialist 
model. A biological reductionist interpretation does not take account of the 
hegemony of masculine heterosexuality. Feminists have alternatively argued that 
sexuality is socially constructed and has been systematically constructed in relation 
to male dominance (Ramazanoglu 1989) and that women have little power in 
heterosexual sexual encounters (Lees 1986). Jackson (1996) refers to heterosexual 
sex as being constructed around an eroticisation of power, which is the product of the 
social relations under which women's and men's bodies meet, furthermore Dobash 
and Dobash consider that: 
... the onset of systematic and severe violence against a woman 
is 
primarily associated with entering an intimate relationship with a man 
(Dobash and Dobash 2000: 190). 
Historically, religious, political, education and legal processes in Britain have 
enabled the maintenance of the social and cultural dominance of men over women. 
This is particularly evident in but not confined to personal, intimate and sexual 
relationships traditionally defined as marriage, but also include partnerships that exist 
I outside of the legal framework and do not always constitute a 'living together' 
8 This is not to imply that it is only women in heterosexual relationships, as research studies show that 
both women and men in same sex relationships also experience domestic violence. However, this 
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arrangement. Wide-ranging violence or coercion involved in relationships have 
variously been defined as on a 'continuum of violence' (Kelly 1988), or as a 
'constellation of violence' (Dobash and Dobash 1999: 143). The constellation of 
violence involves examining the context of violence in order to provide insights into 
the nature, consequences and rationales for its use and to utilise both women's and 
men's accounts (Dobash and Dobash 1999) . It is additionally necessary to involve 
children's accounts of domestic violence to complete and expand the 'constellation' 
(see also McGee 2000, Mullende, r et al 2002). The nature and sources of violence 
are frequently located in the power and control that men automatically assume to be 
their right over 'their women' and, by extension, 'their children', frequently 
displayed through verbal and emotional abuse and realised through jealousy and by 
restricting women's movements both inside and outside the home (Hamner 2000). 
Often violence does not materialise until a relationship is made permanent, by, for 
example, marrying or formalising the relationship by living together or having a baby 
(Mezey 1997). Pregnancy may be initiated by sexual rape, or curtailed by the impact 
of physical and sexual assault, which if not ending in a miscarriage may cause foetal 
mental or physical disabilities (BMA 1998). The original meaning of rape referred 
to that of seizure of a man's or group's property by another man or men. Legal and 
forensic assumptions still reflect the concept that women are the property of men and 
that some women and girls are 'deserving victims' (Kelly and Radford 1998: 54) and 
were thus were 'asking for it'. Rape in established sexual relationships, especially 
marriage, where consensual sex has already taken place, is particularly problematic 
to define. The ability to recognise and refuse non consensual or pressurised sex 
(Kelly 1988) is complicated further when women find it difficult to say 'no' and feel 
they have a responsibility to provide sex on demand. Women often have sex to 
improve a problematic domestic situation, receive affection and/or prevent their 
partner behaving in certain ways that upset them (Kelly 1988). Moreover, women 
fear that by explicitly dissenting they can destroy the relationship as well as their 
physical and mental well being (Peacock 1998). Gendered inequality in sexualised 
relationships has clear implications for the teaching of SRE in schools. 
area, although developing, is still under researched. This research study focuses on children and their 
mothers within heterosexual relationships. 
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3: Where does domestic violence occur? 
The term 'domestic' infers that the private sphere of the home is the only place that 
domestic violence occurs. This is often where it originates, but the relevance of the 
home is as a social and 'private' site, distinct from the occupational workplace and 
other aspects of 'public' life and where the 'family' unit apparently lives in peace 
and tranquillity. This is the family unit that is defined by patriarchy, controlled by 
heterosexuality and serves to maintain the inequalities and inequities of society. 9 The 
domestic social site situates the assumed living arrangements of the people, not 
always necessarily where violence and abuse occur. Domestic violence can 
furthermore be trivialised, as it is not seen in 'public' places where traditionally 
violence and assaults that are more serious occur (Mullender and Morley 1994: 11). 
Furthermore feminist research has suggested that legal definitions of violence may 
omit acts which many people understand and experience as violence (Kelly 1988, 
Stanko 1990, Maynard 1993). 
The reality of domestic violence can be minimised, as women are reluctant to report 
their experiences (Walklate 1989) and as such is presumed to be less important than 
child abuse, which also occurs mainly in the family and thus in the home, although 
both frequently occur concurrently. However, one of the predominant reasons given 
for non-reporting of domestic violence is the fear that children will be taken into 
care, with mothers deemed as unfit and responsibility placed on her for the 
perpetrator's behaviour (Humphreys 2000). 
Domestic violence is not only situated in the home, but also continues to occur even 
after a relationship has ended, often with increasing severity. The ending of a 
relationship also contributes to precipitating women into a situation of financial 
deprivation, when men, often manipulating state mechanisms, for example the Child 
Support Agency (Barnes et al 1998), can continue to dominate and control women 
financially (Pahl 1989). Child contact and the perceived 'rights' of fathers or father 
figures are frequently utilised as an opportunity to'continue the violence and abuse 
(Abrahams 1994, Hester and Radford 1996, Hester and Pearson 1998, Potter and 
Quennell 1999, Sturge and Glaser 2000, Saunders 2001, Harne 2004). The London 





Metropolitan Police recorded that in more than one in eight domestic violence 
incidents there were issues around child contact or disputes over custody (Domestic 
Violence Factsheet 2001). 
The term domestic violence, finally, does not situate the male as perpetrator; women 
are more frequently expected to take responsibility in managing home life (Delphy 
1984) and presumed to also be responsible for not adequately 'managing' her 
partner's violence and abuse. Women's responsibility for men's violence is also 
emphasised by Bacchi (1999), when local and national policy proposals incorporate 
'problem representation', anticipating that women changing their behaviour will 
somehow limit the 'problem' of domestic violence (see also Richardson and May 
1999). 
4: Responsibility for domestic violence - 
Despite this clear evidence that domestic violence is related to power and control, 
alcohol and drug use are frequently factors that are cited by perpetrators in the 
causation or explanation of the abuse (Stark and Flitcraft 1996, Finney 2004). 
Although alcohol and drugs may serve to affect inhibitions and precipitate or 
accentuate violence and abuse and there is evidence of a high correlation between the 
use of alcohol and drugs and the use of physical violence, there is no current study 
which demonstrates causal links, rather the opposite (Mayhew et al 1996). 
The 'cycle of violence' or 'intergenerational violence' is often used as an explanation 
assumed to perpetuate violence intergenerationally. This cycle, which has been 
linked to the 'cycle of deprivation' theory as a self perpetuating occurrence (Morley 
and Mullender 1994) and social learning theory, implicates both adults and children. 
For adults it is presumed that witnessing abuse or being directly abused as a child 
will result in becoming a male abuser or female 'victim'. Later in life, the further 
implication for women suggests that not only are they likely to become victims but 
they are also 'likely' then to abuse their own children. The 'violence breeds 
violence' hypothesis (Jaffe et al 1990) is particularly predominant within literature 
and studies from North America located in social learning theory (Bandura 1973, 
Straus et al 1980) and has frequently been adopted in the UK by some professionals, 
including social workers (Kingston and Penhale 1995) and policy makers (Morley 
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and Mullender 1994). By presenting a linear relationship it offers a more persuasive, 
even seductive way, of understanding the causes of domestic violence. Moreover it 
can also be used to account for higher rates of violent and abusive behaviour from 
children living with domestic violence and child maltreatment (Widom 1989). 
However, WAFE (Home Affairs Committee 1992: 101) reported that: 
The experience and analysis of Women's Aid workers leads to a rejection 
of the cycle of violence theory as providing neither a useful nor an 
adequate understanding of domestic violence and its effects on children. 
This theory ignores the gender divisions and inequality that exists in our 
society and offers men who abuse an excuse for their behaviour. 
This is a contested area, particularly within feminism, and is particularly relevant to 
this study and the impact domestic violence may have on children. James-Hanman 
(2000) relates the 'cycle of violence' theory as myth, whereas Quaid and Itzin (2000) 
believe that there is a 'cycle' that operates, although not one that necessarily will 
always affect everyone who has been abused. They insist however that it is not a 
theory to be rejected, as they suggest that there are connections and patterns between 
the effects of abuse and further abuse. Furthermore they consider it essential that 
particularly politicians who are responsible for 'law and order' realise the gendered 
links between violence that occurs both in the home and outside in the public 
domain. When considering the effects of domestic violence on children, it is 
necessary to realise that the use of violence and abuse can equally serve to provide a 
model of behaviour and way of solving conflict, as well as a model not to be used 
and replicated elsewhere. Jaffe, although accepting that there is an impact on 
children's development 'from being a passive or active victim of (chronic) violence 
in childhood' (Jaffe et al 1990: 60), agrees that it is not necessarily all encompassing 
and that there could also be other explanatory mechanisms. They link the 'cycle of 
violence' theory to that of the 'family disruption' hypothesis to explore how such 
intergenerational transmission could happen. The explanation provided suggests that 
children living with domestic violence are living in an environment where not only is 
the unpredictability of the abuse and violence a stressful and traumatic occurrence, 
but that children have to learn to cope with the inevitable changes and disruption 
emanating from it. Although plausible, it directly implicates mothers as inadequate 
carers by focusing upon her responsibility as 'the mediator of the child's adjustment' 
(Jaffe et al 1990: 62). Morley and Mullender (1994) alternatively suggest that 
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explanations are to be found not in individualised experiences but instead by 
exploring the myriad of continuing influences on our lives. By doing so it may be 
preferable to reverse the negation of men's responsibility and relocate the 
responsibility of domestic violence with the abuser, within a social and political 
context of gendered and generational violence. 
Kelly and Radford (1998: 61) remind us that definitions are not static and will 
change over time, reflecting levels of social awareness and action. Although the 
terminology domestic violence and domestic abuse are used interchangeably 
throughout this study, they are used as a shorthand term that is contextualised in the 
previous section illustrating some of the many factors pertaining to understanding the 
phenomenon. In the context of this research study domestic violence is understood 
as 'violence and abuse primarily carried out by men against their children and female 
partners' (Hester et al 2000: 30). 
4: Addressing the needs of children 
To return to the themes of power and control, responsibility and invisibility of 
domestic violence, children have needs to be met and one predominant need is to be 
made visible and placed at the centre, rather than at the periphery, of an intervention. 
Adapting an ecological model (Heise 1998) to address the role of school for children 
living with domestic violence opens up the possibility of several multifaceted or 
interrelating layers of support or intervention and reduces the likelihood of a 'zoom 
lens approach' (Laing 2000), thereby ignoring wider insights. An ecological 
approach is grounded in the interplay between personal, situational and socio-cultural 
factors. These can be conceptualised as circles, but importantly have the facility to 
rotate as a kaleidoscope, which retains the same outer boundary but within reforms 
into different patterns or sequences that represent both the complexity of this issue 
and the variety of responses that can occur either at family, community or multi- 
disciplinary level. Unlike Heise, who uses this approach to theorise the possible 
causes of abuse, I am utilising a similar approach in order to understand ihe 
underlying factors relating to differences in intervention offered to children, 
specifically by schools but located in a wider context. Moreover I am suggesting a 
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kaleidoscope model inferring movement, flexibility and change at any of the levels, 
sometimes simultaneously, the positive change agent being related to a concept of 
empowerment and of fulfilling basic needs. 
Underpinning this model and inherent in all layers is a feminist and children's rights 
perspective that firstly situates domestic violence as occurring within wider social 
inequalities, particularly gender, whereby men can exert their greater power over 
women and children. Secondly, this perspective sees that empowering and 
supportive interventions are directed at the needs of the child, emphasising the 
child's own viewpoint and not the attribution by adults of what is best for the child 
and needs of the agency, institution or professional. Thirdly, it sees that a 
community development approach linking into multi-disciplinary partnership 
working is fundamental to meeting the needs of children. 
The concept of childhood is socially constructed and historically and culturally 
variable (Hoyles, 1979, Aries 1985), but, in the UK, is associated with powerlessness 
(Stein and Frost 1992). Historical concepts of childhood remain with us today, for 
example children were seen to be inherently 'evil', imperfect and deficient, needing 
moral guidance to lead them to adulthood. Rousseau (1972) recognised that children 
were not small adults and in contrast saw evil as the creation of people and social 
structures, including school. The intervention of teachers and parents prevented the 
inherent goodness of children from blossoming (Pollard 1992). Rousseau also 
developed the concept of 'readiness', or having the ability and expressing an interest 
in being able to do something. Research into children living with domestic violence 
illustrates that children are abused by adults who exert greater power and who 
continue to use power to control children's lives (Kelly 1988, Mullender and Morley 
1994, Hester et al 2000). Although all children will be affected in different ways, the 
impact will frequently result in lowered self esteem, emotional and behavioural 
difficulties and mental health and psychiatric disorders (Mental Health Foundation 
1999). In the first outer circle of familial relationships, abuse to children can result 
in further family tensions and violence, particularly if the mother is also being 
abused. This can result in feelings of guilt and blame for the abuse and possibly 
learning that it is normal and not to be acknowledged and talked about (Abrahams 
1994). Relationships with their mother may be undermined and disrupted and lead to 
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isolation. The child may have been conceived as a result of rape or injured during 
pregnancy, resulting in difficult emotional associations for the mother which may 
affect their relationship. This leads into the second circle of wider family network 
and peer groups. Others who know children well may have concerns but the privacy, 
of the family may prohibit asking or intervening. Alternatively, wider family support 
may well be forthcoming. Friendships may be terminated by children leaving their 
home or by the abuser further controlling their life. Cultural, community and 
environmental factors constitute the third circle, violence can be accepted or 
condoned, either situation negating the opportunity for it to be recognised and 
named. Conversely, community based supportive networks can support and provide 
care and protection (Mullender et al 2002). Finally the outer circle comprises 
interventionist and helping agencies and institutions, including schools and 
education, social workers, social services, police and Women's Aid groups. Stein 
and Frost (1992) comment on the powerless situations that children and young 
people can be subject to through welfare interventions, particularly if their voice is 
not heard. Agencies are subject to their own legislation, policy or guidance 
contextualised in their own historicity, although urged to work together (DoH 1999). 
Little reminds us of the difficulty of defining thresholds of abuse in relation to the 
measurement of risk and setting of priorities (Little 1997). Schools and teachers 
have education and attainment targets to meet and fundamental changes have taken 
place within the education system. Individual personal and professional experiences 
can also impact on the interpretation of their responsibilities within an institutional 
structure. Foucault (1980) asks us to question not who has power, but rather how 
power is exercised between and among groups and individuals within society: 
in thinking of the mechanisms of power, I am thinking ... of its capillary form of existence, the point where power reaches into the very grain of 
individuals, touches their body and inserts itself into their actions and 
attitudes, their discourses, learning processes and everyday life (Foucault 
1980: 39). 
At this outer layer children living with domestic violence can also encounter a 
myriad of options which can further impact on their troubled lives, either negatively 
or positively. It is on this outer layer that this study concentrates and seeks to 
explore the role and responsibility of school. Whilst providing some examples of 
children's experiences throughout the different layers, these are no means 
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exhaustive, but merely provide suggestions of the interplay at and between different 
levels. As each situation will vary so will each child and so will their degree of 
resilience, personal life strengths and other factors including culture, gender, race, 
age and ability. 
It has been demonstrated so far that the experience and impact of domestic violence 
for women has far reaching consequences both for themselves and their children. 
Subsequent chapters will further elucidate the complexities and dynamics of this 
phenomenon for children and demonstrate that consideration of power and control, 
responsibility and invisibility are central to developing a conceptual understanding 
and beneficial practice for children. 
Chapter 2, building on chapter 1, explores the experience for children of living with 
domestic violence. It particularly situates the impact and outcomes of domestic 
violence within the context of schools and education. It also addresses children's 
knowledge of and attitudes to domestic violence. 
Chapter 3 focuses specifically on the welfare and pastoral role of the school and how 
this may conflict with the education priorities of attainment and targets. It develops 
the concerns located in chapter 2 about the impact that domestic violence might have 
on an interrupted education. It particularly addresses the concept of empowerment 
through developing the PSHE and Citizenship curriculum and examines the ways in 
which schools, as part of a multi-agency team, could recognise and support children 
who are living with domestic violence and engage in education to prevent it 
occurrmg. 
Chapter 4 describes the methodological approach and methods utilised to conduct the 
fieldwork. 
Chapters 5 and 6 present and discuss the empirical findings of school based 
respondents. Chapter 5 firstly addresses their understanding of the role of school for 
children in their care, before examining their concept of children living with 
domestic violence. Chapter 6 presents respondents' understanding of how children 
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are recognised and supported in school when living with domestic violence and how 
all children could educated about domestic violence in their school. 
Chapter 7 presents and discusses the empirical findings of multi-disciplinary 
professionals working in partnership with each other and with schools. 
Chapter 8 consolidates the study by drawing together the implications of the 
empirical findings of the previous three chapters and revisits in detail the central 




What is domestic violence for children? 
1: Introduction 
As we have seen in the first chapter, domestic violence is predominantly a male 
gendered behaviour that is both co-occurent and intentional towards women and 
children (Stark and Flitcraft 1985, Kelly 1994, Hester et al 2000). It is now 
considered that children's experiences of living with domestic violence make it a 
'child protection issue' (Humphreys 1998), but this is not sufficient. It is also 
necessary to incorporate and conceptualise children's experiences into a holistic 
understanding of domestic violence. By using a feminist interpretation of domestic 
violence rather than a family violence or intergenerational model this chapter charts 
an evolving picture of the experiences, impacts and outcomes for children living with 
domestic violence. It particularly situates the impact of children's experiences of 
domestic violence within the context of schools and education. 
Chapter 2 examines firstly the experiences of children living with domestic violence, 
secondly the likely impact and outcomes of domestic violence for children, and 
finally the protective and resilience factors that have been found to be beneficial to 
children, which when considered holistically present a more impelling total picture. 
2: Children's experiences of domestic violence 
1: Domestic violence is invisible 
Although it is probable that some children have always been living in circumstances 
of 'domestic violence' (Edleson 1999 JIV), however that has been defined, the 
reality of this has only relatively recently come to the attention of researchers and 
professionals. Since the late 1970s, studies, particularly from North America and 
Canada, have begun to address this phenomenon for children in addition to and 
separately from their mothers' experiences, some as retrospective accounts. The 
occurrence of 'wife battering' or domestic violence and its aftermath initially was 
focused on the experiences of women and only incidentally on children through their 
mothers' accounts. Children have thus variously been referred to as the 'forgotten', 
'hidden', 'unintended', 'silent' or 'invisible' victims (Osofsky 1995, Edleson 1999 
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JIV). They were often twice hidden within the early research studies, firstly by 
subsuming their individual experiences, needs and impact into those of their mothers, 
and secondly by only rarely listening to children give their own accounts. Where 
children were rendered visible, their mothers were frequently deemed culpable for 
their abuse (Stark and Flitcraft 1985). More recently, research has also suggested 
that, by failing to make the links between violence to women and the likelihood of 
concurrent violent and abusive situations for children and concentrating on one 
aspect of abuse, professionals have further obscured children (Fanner 1995, Brandon 
and Lewis 1996). The discourse of invisibility is being reframed by contextualising 
children who experience domestic violence in the home as being in need of child 
protection (Humphreys 2000). Despite this reframing, there is a range of opinion 
about the degree of or type of violence or abuse a child may experience, which, in 
turn, can influence the degree or type of child protection intervention offered. 
The positioning of domestic violence for children within a feminist theoretical 
analysis clearly situates the occurrence of domestic violence within a dominant male 
power and control model (see Duluth, Stark and Flitcraft 1985, Bowker et al 1988, 
Humphreys 2000), which is typified in a range of abusive and violent behaviours and 
has ramifications for all household and family members. 
How children experience domestic violence is inextricably linked and implicated 
with that of their mothers' experience. However as each adult situation varies so will 
that of their individual child or children, for both discrete incidents and also over 
time. There is still a limited and inconclusive body of evidence on how age, gender, 
sexuality, disability, socio-economic status, ethnicity and race may affect or be 
affected by experiences, impact and responses both over the short and long term. 
Moreover domestic violence may not be an isolated phenomenon in a child's life. 
Coexisting social problems, for example parents' alcohol or drug use (Humphreys 
2000, Finney 2004), may increase vulnerability. In addition they may serve to 
minimise or obfuscate the priority professionals place on domestic violence (Cleaver 
et al 1999). Although there is currently a worldwide burgeoning of studies and 
literature contributing to our knowledge about children in relation to domestic 
violence, it frequently investigates the effects or impact on children and assumes 
their experiences (Wolfe et al 1986). In early studies the variation of methodological 
approaches and reliance on a linear social learning model often resulted in 
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inconsistent and equivocal findings, although currently that is beginning to be 
addressed and the findings from more recent research are more consistent (Kolbo et 
al 1996). 
The overemphasis on impact and outcome frequently gained from a mother's or 
retrospective adult perspective has furthermore resulted in a limited body of research 
concerning the individual and personal experiences of children, particularly older 
children and young people, and from children and young people with disabilities 
(Kelly 1992). This bypassing or ignoring of children's voices (Kelly 1994, Saunders 
1995) has in Britain recently been ameliorated by two important studies prioritising 
the experiences of children who have lived with domestic violence (McGee 2000, 
Mullender et al 2002). 
Despite the relative paucity of empirical research, one fundamental evolving message 
is that children are likely themselves to be at co-occurent and intentional risk of 
abuse when living in the context of domestic violence (Kelly 1994; Hester et al 
2000). However, many professionals for whom safeguarding children is their 
professional priority are still reluctant to adapt their practice. For professionals in 
schools who have an overriding priority of educating children, it is even less likely 
that this is a consideration. 
2: 11ow do children experience domestic violence? 
Until recently children's voices have been communicated predominantly through 
mothers responding on behalf of their children, or their own retrospective accounts. 
For some mothers, acknowledging that their children are aware of the violence is 
difficult, but Jaffe et al (1990) found from interviews with children that most could 
describe fully the violent assaults they had witnessed. Researchers in the UK have 
found that there is no one clear-cut domestic violence incident or pattern (Mullender 
et al 1998), for either the phenomenon or its aftermath. However research illustrates 
that children living with domestic violence can experience many and sometimes all 
of the following situations, in isolation or simultaneously, on numerous occasions 
and over a considerable period of time. 
Children can be deliberately directly abused, physically, sexually and emotionally, 
and sometimes even murdered. Additionally, children can also be directly abused by 
being caught in the crossfire of blows or objects, by just being there or by 
intervening to protect their mother. Children can 'witness' the violence between 
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their 'parents' at the time, either directly, for example by being in the same room, or 
indirectly, for example by overhearing (Peled 1993). Children can also 'witness' 
violence to their mother if she intervenes whilst the child is themself being abused. 
If police are involved the children may be aware of their presence. Children will 
frequently see and often have to deal with the aftermath of the violence (Edleson 
1999 JIV), either to their mother, possessions, pets or damage in the home. They 
may have to suddenly leave their home, friends and relatives, and travel long 
distances to a refuge or to friends or relatives to be safe. 
Children can additionally experience emotional abuse or neglect (Cleaver et al 1999) 
as a direct consequence of living in an abusive and violent home. 
Children can be deliberately used as a physical weapon (Ganly and Schechter 1996), 
sometimes as babies (Hester and Radford 1996). They are frequently coerced and 
manipulated to enable the perpetrator to be abusive to their mother, even when they 
may have left the perpetrator, for example in contact situations (Hester and Radford 
1996). Depending on the context and perspective of an 'outsider' the above 
situations can be variously interpreted as either: child abuse, physical, sexual or 
emotional; adult domestic violence; 'violent and abusive behaviour primarily carried 
out by men against their children and female partners' (Hester et al 2000); or none of 
the former, as the women in Abrahams' (1994) study confirm '... as far as outsiders 
were concerned theirs was often an entirely 'normal' relationship' (p28). Mullender 
et al (2002) instead request that professionals are more consistent in taking a view 
from an 'insiders' perspective (Mullender et al 2002: 158), from which they can view 
individual situations. 
I: Children experiencing physical and sexual abuse 
Early studies, often quantitative and from a psychological perspective, began to 
establish a link between the abuse of women and abuse of their children, particularly 
young children. They initially concentrated on aspects of direct physical abuse and 
occasionally sexual abuse for children and later addressed issues related to emotional 
abuse, paralleling the early studies of women living with domestic violence. 
In North America in the late 1970s, three studies investigating the efficacy of 
trcatment and prcvcntion of child maltrcatment among farnilics recciving child 
wclfarc scrviccs rcportcd on the familics' ma or prcscnting problcms, in addition to j 
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child maltreatment. Those families reporting additional 'spouse abuse' as a major 
problem ranged from 11% in 1977 to 42% in a 1982 study (Daro and Cohn 1988). 
Straus and Gelles (1986), using data from a sample of over 3000 American parents 
interviewed for the 1985 National Family Violence Survey, found that of the 
husbands who were physically abusing their wives 23% were also physically abusing 
their children. This survey, using the Conflict Tactic Scale, has frequently been 
criticised for definitional and methodological flawsIO and for being likely to have 
over represented violence by women against both their husbands and children. 
Nevertheless it still found that male perpetrators are more likely to be violent to both 
women and children. 
Two further highly influential studies from North America in the 1980s (Bowker et 
al 1988, Stark and Flitcraft 1985), investigated the correlation between child abuse 
and domestic violence or 'woman battering'. Stark and Flitcraft (1985) investigated 
116 abused or neglected children's medical records. They reported that not only is 
battering a major precipitant of child abuse, as in this study 'spouse abuse' preceded 
child abuse, but it is 'tempting to suggest that the battering of women is the typical 
context for actual child abuse' (Stark and Flitcraft 1985: 166). Bowker et al (1988) 
investigated the link from the perspective of 1000 battered women and, although 
their sample was not representative of the population generally, found that 'children 
of battered wives are very likely to be battered by their fathers' (Bowker et al 1988: 
165). Even more concerning was the finding that child abuse was reported in 70% of 
cases and was considered by the authors to underestimate the true correspondence. 
Moreover the severity of child abuse was directly related to the severity of the 
woman abuse. They found no difference in the reported child abuse according to 
race or religion, but found that domestic violence was directly related to the number 
of biological children within the family. There was a reported increase from 51% for 
families with one child to 92% for families with four children, suggesting that more 
than one child in a family will be affected. 
By extending the definition of violence and abuse to children to include sexual 
abuse, Goddard and Hillier (1993) in Australia examined records of 206 'abused' 
10 For an overview of the methodological concerns involved in using the CTS see Morley and 







children, of which 102 were physically abused and 104 sexually abused, with 14 both 
sexually and physically abused. They found that domestic violence was present in 
40% of the sexual abuse cases and 55% of the physical abuse cases. It is also 
noticeable that of the physical abuse cases, 75% of the children were three years old 
or less, of whom 63% were male, whereas of the sexual abuse cases 75% of the 
children were over three years old and 82% of them were female (ibid: 23). This 
finding mirrors other studies that reflect similar age and gender variations in type of 
violence. Tomison furthermore suggests that a violent, coercive environment may be 
almost as likely for sexual abuse cases as it is for physical abuse cases '... and is 
another example of male attempts to control others through the use of violence' 
(Tomison 2000: 7). 
Ross (1996) in North America, using data obtained from the 1985 National Family 
Violence Survey (see Straus and Gelles 1986,1990), also found that male children 
are at a greater risk of physical child abuse than female children who are living with 
domestic violence. Moreover the findings demonstrated that 'the greater the amount 
of violence towards a spouse, the greater the probability of physical abuse of a child 
by the abusive spouse'. This reiterated the finding of Bowker et al (1988) that male 
perpetrators are consistently more likely to be violent to both mother and children 
(Ross 1996: 595). 
Various studies from the UK, although not always initially setting out to investigate 
domestic violence, nevertheless found evidence of the co-occurence of domestic 
violence and child physical and sexual abuse when investigating child protection 
situations. Maynard (1985: 127) found, when examining social workers' case files 
for references to domestic violence, that one in three of a sample of 103 current cases 
had 'direct references to domestic violence'. Cleaver and Freeman (1995), in a 
detailed study of 30 families, found a rate of domestic violence of 40%, whilst 
Gibbons et al (1995), working across a number of local authorities, found 27% of 
cases where there was also domestic violence. Farmer and Owen (1995), when 
conducting detailed research interviews with families who had been involved with 
child protection conferences, identified 52% of families where there was also 
domestic violence; this was also consistent with the findings from Hester and 
Pearson (1998). When investigating NSPCC child protection files, including both 
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physical and sexual abuse, for domestic violence, they found that when more detailed 
investigation was applied then the number of situations where domestic violence was 
occurring subsequently increased. Situations involving domestic violence and child 
abuse rose from approximately one third to two thirds as the study progressed. 
Although these two latter studies concentrated on the 'sharp end' of child abuse, the 
critical issue for this current study is that, the more proactive and detailed the 
enquiry, then the greater the likelihood that there will be a correlation between adult 
and child abuse from the same male perpetrator. As will be seen later in this study, 
schools and the education system are familiar with the procedures for child 
protection (Baginsky 2002). However there is frequently a hesitant approach for 
proactive work with vulnerable children for whom there are concerns, but where 
there are no visible signs or knowledge of maltreatment and where there are 
alternative 'reasons' found as a causation for their vulnerability. 
By reviewing 35 studies that had identified an overlap between child and woman 
abuse, Edleson (1999 VAW) has provided a 'best estimate' of the overlap. He 
concluded that in 30% to 60% of families where either child maltreatment or 
domestic violence occurred, then the other form of violence was also present. 
Later in this chapter it will be seen that the consequences of emotional aspects of 
living with domestic violence can have an equally negative outcome. It is noticeable 
that studies identifying a co-occurrence of woman and child physical abuse have had 
minimal impact on child protection theory and practice. Farmer and Owen in their 
study concluded that: 
... it was as if these two manifestations of violent behaviour, domestic 
violence and abuse to children, were regarded as quite unrelated despite 
the increasing research evidence which demonstrates the connection 
between them' (Farmer and Owen 1995: 224). 
Three UK wide studies conducted in the last 10 years have asked children and also 
their mothers about their experiences of domestic violence. The first (Abrahams 
1994) carried out in depth interviews with 7 children, aged between 8 and 17 years, 
and 15 mothers, following up questionnaires sent to 108 women who between them 
had 246 children. The average age of these children was 6.7 years (p20). Twenty 
seven per cent of children said they had been hit or physically abused by the 
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perpetrator, who was usually their father (Abrahams 1994: 30). However only 44% 
of mothers said that their partners 'didn't touch the children' (cited in Abrahams 
1994: 31). This corresponds with previous studies that identify the importance of 
'teasing out' essential information that respondents may find difficult or have a 
reluctance to answer directly. Moreover, mothers related that another 13% of 
children had been accidentally hurt, by being in the 'firing line' of the perpetrator. 
Potentially then this study found that up to almost 70% of children had been 
physically abused, as compared to the 27% of children who disclosed. 
Similarly McGee (2000), in a qualitative study that included 54 children aged 
between 5 and 17 years and 48 mothers, found that over half of the children had been 
physically abused and that the average length of time that children had been exposed 
to domestic violence was six years. Although not asking a question about sexual 
abuse, McGee additionally found that 6 out of 54 (11%) children in the study 
reported that they had also been sexually abused, 5 of these were girls, three of the 6 
children had been abused by fathers and three by stepfathers. As sexual abuse is 
likely to be even more hidden and secret than other forms of abusive behaviour, she 
considers that the information about sexual abuse is very likely to be an 
underestimate. Mullender et al (2002), in a multi method study, while not directly 
detailing quantitative data of physical abuse of children in their study, specifically 
mention threats of violence to children as a facet of the overall control of the 
perpetrator. In this study 45 children from 25 families were interviewed, with 
slightly more girls than boys; of these half were aged II years or less and half aged 
between 12 to 16 years. The majority of this sample had lived with domestic 
violence for the greatest part of their childhood (p92). 
Children also experience physical violence whilst still in the womb, which can 
precipitate detrimental effects on the unborn child". Pregnancy is a time when 
domestic violence often begins, increases in frequency or escalates in severity (Bohn 
1990, Mezey and Bewley 1997). Studies from North America suggest that in 
situations of domestic violence between 40 and 60% of this will occur in pregnancy 
(McFarlane 1991 cited in Morley and Mullender 1994: 32). Australian data showed 
that 20% of women experienced violence for the first time whilst pregnant 




(Australian Board of Statistics 1996). The stress of living with the abuse can result 
for some pregnant mothers in substance misuse and also failure to obtain adequate 
nutrition, rest and medical (Jamieson and Hart 1999) and ante-natal care (Hester and 
Radford 1996). Physical abuse can result in damage to the foetus, by blows or kicks 
being focused on the abdomen or by forced sexual violence, potentially resulting in 
an increased chance of miscarriage, stillbirth, premature birth, brain injury, placental 
injury or fractures (Casey 1987). It is possible that some babies are born disabled as 
a consequence of domestic violence (Kelly 1992, Stanley 1997). However, Gielen et 
al (1994), in a longitudinal study conducted with 275 women who were interviewed 
during pregnancy and 6 months after the birth, found that violence is actually higher 
after the birth of the child than during pregnancy (also see McGee 2000). It is clear 
from these studies that pregnancy and early childhood is a particularly vulnerable 
time for both mothers and babies. Some babies will be bom into and many babies 
and young children will be exposed to domestic violence, possibly for long periods 
of time lasting into adolescence. For young children living with domestic violence 
their experiences, subsequent impact and their coping mechanisms and protection 
offered will inevitably have an effect on their entry into and progress through school. 
Not only might children have their life curtailed by miscarriage 12 , in extreme 
situations they may die as a consequence of living with domestic violence that has 
been ignored by child protection professionals. Maria Colwell, Sukina Hammond, 
Toni Dales and Kimberley Carlile were some of the many children who have been 
killed whose mothers were living in situations of extreme domestic violence (O'Hara 
1992,1994, Hester et al 2000). For all of these children domestic violence was not 
recognised as a potential risk, in addition to being a context for child abuse. The 
inquiry report into the death of Toni Dales requested that: 
Public services should be encouraged to help reduce the underlying 
factors which contribute to child abuse, such as domestic violence 
(National Children's Bureau 1993: 7). 
Although this encouragement was primarily directed at heath and social services, 
schools and the education service also have a responsibility towards children 
experiencing abuse (see Chapter 3). 
12 Women who have experienced domestic violence are twice as likely to have had a miscarriage or 
still birth (Andrews and Brown 1988: 3 11). 
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2: Children witnessing domestic violence against others 
Despite earlier studies reporting on the frequently occurring situations where child 
and woman abuse were concurrent and is now considered by some to be deliberate 
and intentional (Kelly 1994; Morley and Mullender 1994), other studies were 
contemporaneously referring to children as 'witnesses' or 'observers'. Fantuzzo and 
Mohr (1999) however note that these terms have recently been replaced by 'exposure 
to' or 'living with' domestic violence, which denotes more inclusivity and makes less 
assumptions of children's specific experience. 
There is a noticeable fragmentation (Stanley and Goddard 1993: 4), however, in the 
focus of studies addressing children living with domestic violence. Firstly they do 
not address the phenomenon of abuse as a whole. Secondly they only focus on one 
experience, for example 'witnessing', without always considering the possibility of 
other concurrent forms of abusive behaviours which may be directed at children. 
This is especially concerning, as Morley and Mullender (1994) indicate that where it 
has been known that there is domestic violence directed towards women it is likely 
that there will also be child abuse which is much more likely to be physical (1994: 
31). 
Witnessing domestic violence implies a passivity, inaction and lack of agency on 
behalf of children, which as will be seen later in this section is an erroneous 
assumption. Children do frequently intervene in a variety of ways during attacks on 
their mothers. Furthermore feminist critics of the term 'witnessing' domestic 
violence have refuted it, as it fails to reflect the realities of living in a violent home 
(Irwin and Wilkinson 1997). Until relatively recently, the omission of investigating 
the 'totality of violence' (Tomison 2000) for children has had a limiting effect on the 
understanding of the impact, extent and nature of children living with domestic 
violence. 
'Witnessing' has been understood as indicating that a child is in visual range of the 
violence and can actually see it as it occurs (Edleson 1998; 1999). Various studies 
have thus prioritised their investigations on children who may not have themselves 
been considered to have experienced direct physical, sexual or emotional abuse, but 
alternatively have been present in the home and have in some way 'witnessed' or 
'observed' abuse and violence to their mother. 
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Although Hughes (1992) found that 90% of children were in the same or the next 
room during attacks on their mothers, not all mothers realised that their children were 
aware of the occurrence of domestic violence. In another study O'Brien et al (1994) 
report that although 77% of children said they were aware of domestic violence, one 
or both of their parents reported that their children had not seen it. Other studies 
have identified that around 80% of children are aware of violence to their mother 
(Walker 1984, Abrahams 1994). The findings from these studies raise 
methodological issues which are related to the choice of informant, definition used, 
the variety of children's experiences (Edleson 2000) and the meaning that they 
attach to them (Peled 1998). What they are exposed to may range from a fleeting 
moment of abusive language to a homicide (Bowker et al 1988). 
By prioritising the experience of children, two recent UK studies both found that all 
of the children were either present during the violence or demonstrated an awareness 
of what was happening, for example seeing the aftermath or hearing the violence 
(McGee 2000, Mullender et al 2002). McGee (2000) details that 85% of children 
were physically present during a domestic violence attack and 71% of these children 
witnessed their mothers being physically assaulted. However, children who 
overheard the violence or verbal abuse said that hearing was worse than seeing what 
was happening. 
This confirmed an earlier UK study, which found that 73% of the children had seen 
their mothers beaten by their partners and one in ten of these mothers had also been 
sexually abused in front of their children. The average age of these children at the 
onset of violence was 3 years (Abrahams 1994). Despite attempts by mothers to 
shield their children from witnessing domestic violence, some fathers insist that 
children be forced to watch (Hester and Radford 1996). 
In each of these three UK studies the mothers consistently reported a lower level of 
awareness of their children being present than their children actually reported. This 
is indicative of some of the methodological questions that have been asked regarding 
the findings of some studies measuring the impact of domestic violence for children. 
Moreover McGee (2000) and Mullender et al (2002) found that mothers were 
reluctant to discuss the violence with their children, erroneously believing that not 
talking about it would offer protection from it. Similarly Harris-Hendriks (2000), in 
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a study of children whose mothers had been killed, found that the 'conspiracy of 
silence' (Mullender et al 2002) extended to considering that children are 'best left 
alone' (Harris-Hendriks 2000: 11) and by so doing they will forget. Strategies of 
concealment or denial are frequently utilised both for themselves (Kelly 1988) and 
their children (Hoff 1990: 204). Studies (Abrahams 1994, McGee 2000, Mullender et 
al 2002) suggest that when children living with domestic violence have expressed a 
need to discuss their situation and identified schools as a place where they would like 
to have this opportunity, schools appear to be slow to provide this facility. This 
resonates with other studies relating to sex and relationships concerns (Thomson and 
Scott 1992, Ray 1995). 
This also raises the question as to whether this is always a 'protective' strategy or 
whether mothers do fully recognise the extent to which domestic violence can affect 
their children. Various studies have identified that for some women the decision to 
take positive action to either leave the abusive home or take steps to stop the violence 
is related to the effect it is having on their children. Other studies illustrate that 
women do not leave because they consider it is better for the children for the family 
to stay together. 
3: Children living with domestic violence 
Children however do not only experience domestic violence by being directly 
themselves physically and sexually abused or being 'witness' to their mothers' 
abuse. They also daily live with 'patriarchal terrorism' (Johnson 1995) that 
underpins domestic violence and the fear, uncertainty and implications of it 
happening again and again (Parkinson and Humphreys 1998). The predictability, 
warmth, safety, protection and security of family life (Margolin 1998) where basic 
needs are fulfilled is exchanged for secrecy, vulnerability, confusion, chaos and 
disruption (Saunders et al 1995). Children are frequently and intrinsically drawn into 
their mothers' experience of domestic violence by being totally controlled and often 
directly physically abused by the perpetrator and being the subject of emotional 
abuse specifically directed at them, in addition to their distress at their mothers' 
experiences. Living with domestic violence for children, as for their mothers, is a 
complex, potent and dynamic situation. 
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McGee (2000) found a range of emotionally abusive behaviours which were 
specifically directed at children, including: being humiliated, called names, deprived 
of sleep, being made fun of because of a learning difficulty or disability and not 
being allowed to play. Perpetrators deliberately: were often cruel to their pets 
(Bifulco and Moran 1998); damaged furniture, toys and possessions; lied to them 
about their mothers and other relatives; made threats about killing or hurting 
themselves, their partners or the children. Shaine (Margolin 1998), embarrassment 
and humiliation about the abuse can often lead to secrecy and isolation (Peled 1998), 
which can be self imposed or used as a tactic by the perpetrator to maintain control. 
As a consequence: 
the social lives of abused children are also profoundly limited by the 
need to keep up appearances and preserve secrecy (Herman 1992: 100). 
Children also live with the effects of domestic violence on the health and parenting 
capacity of their mothers. Cleaver et al (1999) raise concerns for the vulnerability of 
children living with domestic violence, when there is also known parental mental 
illness and problem alcohol and drug use (p2l). Using data from a number of 
different research studies, they concluded that the prevalence of such recorded 
parental problems '... shows a considerable increase from that found in the general 
population' and, moreover, '... continues to rise with the seriousness of the child 
protection enquiry' (p2l). Although they caution against making assumptions about 
the impact of coexisting issues, they consider that risk to children increases 
considerably (p23), particularly when they impact on parents' relationship to their 
child. Mental ill health and alcohol and drug use, although often erroneously 
perceived as being a causative factor in domestic violence, are more frequently 
consequences (Fanner and Owen 1995) and/or aggravating factors of domestic 
violence (Ptacek 1988). Domestic violence in itself can contribute to physical 
(Abrahams 1994: 47) or emotional neglect of children by either of their parents, but 
it is more likely to affect the quality of care that an abused mother is able to give to 
her children. In situations of domestic violence, where there are additional stress 
factors, for example alcohol use by either adult, which by itself may not present a 
risk to children (Velleman 1993), in combination with domestic violence may 
present incremental damage. This may result in moving from a situation where 
alcohol use is 'managed' and does not adversely affect the safety and health of 
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children, to one where alcohol use in addition to the risks posed by domestic violence 
can have damaging and potentially lethal consequences. 
Children can 'sense' (Hague et al 1996) the violence is in the home without actually 
seeing it and are able to work out for themselves that something is wrong (McGee 
2000). 'Not seeing' the violence for some children was worse than actually seeing it; 
the power of their imagination was for some children inversely related to their sense 
of power to be able to intervene (McGee 2000, Mullender et al 2002). However as 
all the previous three UK studies found some children do actively intervene in a 
variety of ways. They will shout at the perpetrator, 13 try to defend their mother, call 
the police or neighbours, ffiends or a helpline for help and assistance (Saunders et al 
1995). Mullender et al (2002) specifically found that it was often older children 
(over 12 years) who perceived themselves as actively intervening; although for all 
but two of their mothers, their perception was that all children had intervened in 
some way (p97). However there was often an age-related pattern that influenced the 
degree and type of intervention, dependent on what the child realistically thought 
they could do. Despite this finding, a North American investigation, conducted in 
the emergency department of a hospital, into 139 children, aged between 2 weeks to 
17 years, who received injuries as a result of 'witnessing' family violence, not 
including direct physical abuse, found that 24% of children received injuries as a 
result of trying to intervene in family violence. Although the average age of the 
whole sample was 5 years, almost half (48%) were under 2 years of age and 33% 
were under I year (Christian ct al 1997). 
Although many children assertively and consciously make and act on decisions to 
protect their mothers, children frequently experience confusion in their relationship 
and attachment to both mother and father, or father figure 14 . Children living with 
domestic violence can experience a range of losses. In particular they actually lose or 
15 lose the opportunity to have a warm, predictable and stable family life . Inherent in 
the violence is often the loss of their father, whether the mother and children stay 
with the abuser, leave or he is removed. By staying, although at times their father 
13 Mullender et al, (2002) found that shouting and distracting the abuser was the most conunonly used 
intervention (p98). 
14 See Epstein and Keep's (in Saunders et al 1995) study based on children calling Childline. 
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may outwardly appear to be a loving and responsible parent, children will be 
controlled by the fear and intimidation that perpetuates the household. It has been 
frequently reported that following a domestic violence assault, the perpetrator will 
beg forgiveness and promise to change and for a while the household will return to a 
former stability (Kirkwood 1993). Although very often short lived and very seldom 
permanent, the 'normality' and 'stability', and thus safety, will sometimes appear 
credulous to outside professionals, but to others within the family it will either be a 
brief respite or an indication of the controlled pattern of the household. 
If the mother and children leave, either to flee to a refuge or more likely to 
temporary, often inadequate, accommodation, there is a fear that the perpetrator will 
find them and the violence will start again in addition to losses of friends, family, 
home, possessions, pets and toys. Children may have to travel hundreds of miles, 
sometimes many times, to escape the violence (Warrington 1999) and consequently 
change schools, experience enforced school absence particularly when registration 
procedures are inadequate and frequently experience a loss to their education (Kahn 
2003). If there are older children or young people in the family then there may be 
ftuther losses. In many UK refuges it is not usually possible to accommodate young 
women over the age of IS years, for boys the age limit is sometimes as young as 12 
years (Hague et al 1996: 19). This situation is understandable, given the chronic 
underfanding 16 of refuges and the concern of workers that the presence of young men 
may negatively impact on younger children. However it implies that either the 
whole family, or older male child, will not be able to stay in the refuge. Older boys 
may return to the violent home, or will have to be accommodated separately to their 
mothers (see also Hague et al 1996). 
Losing their father through separation additionally does not always mean an end to 
the violence and abuse. Frequently this is a period when violence will increase in 
severity (Mooney 1994, Mirlees-Black 1999), and can be a time when women 17 and 
sometimes their children are killed. For children whose mothers are killed in this 
15 See also Cummings (1998: 69). 
16 The Supporting People fund may in the future be accessed for enhanced funding for certain posts. 
17 The Home Office Crime statistics of 1994 demonstrates that for female murder victims, 43% are 
killed by partners or ex-partners (Mayhew et al 1996). 
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way, Harris-Hendriks et al found that 79% had witnessed the killing (Harris- 
Hendriks et al 2000: 101). 
More commonly it is a period when children continue to be controlled and 
manipulated through contact arrangements and further abuse to their mothers (Hester 
and Radford 1996, Hame 2004). Post separation violence and abuse to both women 
and children is often enabled through contact arrangements between children and the 
non-resident parent. Until recently Courts in England and Wales have frequently 
granted direct contact to both married and unmarried fathers, even when they are 
known to be violent within the family, often at the time of women applying for 
injunctions (Hester 1996). Findings from the study Unreasonable Fears? indicated 
that direct contact was worryingly slightly more likely to be ordered in cases where 
there are allegations of child abuse: 
three quarters of the 130 abused parents surveyed said that their partner's 
violence to them was not considered by the court to be a convincing 
enough reason for refusing contact even though 92% had experienced a 
pattern of domestic violence which indicated a risk of violence (Radford, 
Sayer et al 1999: 3). 
This situation has resulted since the implementation of the Children Act (1989) 
introduced the concept of parental responsibility whilst omitting to take into account 
the effects of domestic violence upon women and children. The right of children to 
know and continue to develop relationships with both parents has in some situations 
been confused with the promotion of parental rights, particularly fathers' rights, as 
opposed to parental responsibilities. Hester et al (1994) question the motives and 
intentions behind the seeking of these parental rights in the context of domestic 
violence, as the seeking and acquiring of contact provides for some fathers the 
opportunity to continue abusing both ex-partners and children. 
As already noted many of the previous studies have reported on children living with 
domestic violence from the perspective of adults. Although children are beginning to 
be consulted, there are as yet few studies concentrating specifically on older children. 
For some, living with domestic violence is a normal feature of life: they may have 
lived with domestic violence from the same perpetrator for some or all of their lives, 
whilst some may have only recent experience for example from their mother's new 
partner. Others may have experienced abuse from more than one of their mothers' 
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partners and yet others may be moving into sexual relationships themselves and are 
experiencing it from a peer. 
Two methodologically contrasting studies carried out at approximately the same time 
had very similar findings of young people's experiences of living with domestic 
violence. One Australian study (Indermaur 2001) consulted a random sample of 
5000 young people between the ages of 12 to 20 years using a modified version of 
the Conflict Tactics Scale. The proportion of young people reported to be 
'witnessing' domestic violence between their parents varied from 14% for those 
living with both parents to 41% for those young people 'living with mum and her 
partner'. Furthermore, I in 10 of the young people lived in households where the 
male carer had hit them, or their siblings, for other than bad behaviour. Of these 
young people 53% reported having been aware of male to female domestic violence 
occurring at the same time, more than double the rate for the whole sample. The 
second study carried out in Dublin with young people aged between 13 and 19 years 
(Regan and Kelly 2001) incorporated questionnaire responses from 302 young 
people and 4 focus groups. For these young people 46% reported that they knew of 
someone who had been hit by a partner, 59% of those people 'known to the young 
people' were adults and just under 1 in 10 were their parents. The overwhelming 
majority of perpetrators for 'all known' people (to the respondents) were male 
(92%). Over half (26%) of the respondents also knew someone who had been 
injured by a partner, who were predominantly adult (66%) and female (88%) and 
were more likely to be their relatives. When asked questions regarding being 
controlled by or being in fear of a partner, 41% of the group had an equal knowledge 
of both adults (50%) and young people (50%) being controlled by a partner. Almost 
75% were female and 62% friends, but over 1 in 10 were their siblings. 
Physical, sexual and emotional violence for adolescents has more frequently been 
associated with a parent or carer. However, studies recently conducted with college 
aged students have begun to associate the incidence and prevalence of 'both intimate 
partner violence and sexual violence' with increasingly younger populations. One 
out of every 6 women were found to be the victim or rape or attempted rape by the 
age of 18, and 32% of these had occurred between the ages of 12 and 17 years 
(Tjaden and Thoennes 1998 cited in Hamer and Connell 2003: 2). Kelly (1988) 
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found that almost every girl or young woman in her study had some experience of 
sexual violence. 
This section has so far charted the interrelated and embedded experiences of children 
living with domestic violence where they are exposed to and living with a range of 
abusive situations affecting both themselves and their mothers. The range of abusive 
behaviours can fluctuate, frequently escalates in both frequency and severity over a 
period of time and extends into all aspects of life. The inconsistency in behaviour 
patterns and uncertainty of the next abusive attack has been likened to being taken 
hostage (Garmezy 1983) or living with 'Jekyll and Hyde' (WAFE Helpline). The 
next section addresses the prevalence of domestic violence for children. 
3: Prevalence of domestic violence for children 
Research on children who witness family violence is a special case of 
counting the hard-to-count and measuring the hard-to measure ... (Fantuzzo et al 1997: 121). 
Establishing an accurate figure of the incidence and prevalence of domestic violence 
is hindered by: a historic lack of community and official attention to the 
phenomenon, and a reluctance of those affected to report particularly to authorities 
and professionals (Chappell and James 1993 cited in Tomison 2000). There are 
currently no national prevalence data for children living with domestic violence in 
the UK, nor are there national data concerning domestic violence for women (Hester 
et al 2000). In North America by using national surveys of family violence it has 
been estimated that between at least 3.3 million children (Carlson 1984) and 10 
million teenagers (Straus 1992) are at risk of witnessing domestic violence. 
Fantuzzo et al (1997) in a secondary analysis study of 5 major North American cities 
found that 'children were disproportionately present in households where there was a 
substantiated incident of adult female assault' and that children under five years of 
age 'were disproportionately represented among those witnessing children'. The 
combination of, a secrecy surrounding the personal experience of domestic violence; 
the lack of a common legal, institutional, organisational, professional definition; with 
methodological inconsistencies between studies hinders this progress, however there 
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are some UK studies that provide relevant indicators. Some depend on a 'criminal' 
definition for example the British Crime Survey and Criminal Statistics, which 
emphasise physical violence and homicide. By only focusing on physical aspects 
within a context of generic crime these studies have been criticised for under- 
recording (Walby and Mayhill 1999). Other studies measure data of women and 
children occupying refuge accommodation for example Women's Aid Federations, 
which are directed at women experiencing more intense and frequent abuse. Local 
studies examining the costs of domestic violence, for example Hackney, estimating 
prevalence for local women together with random sample surveys for example at 
specific locations (GP's surgeries) and localities (London, shopping centres) have 
measured women's experiences across the spectrum of domestic violence. 
Extrapolating from this range of data, the prevalence of domestic violence for 
women has encompassed an estimate of I in 10 (BCS Mirlees-Black 1995), 1 in 4 
(WAFE, Dominy and Radford 1996) and I in 2 (Ball 1995, Kelly 1996). Taking a 
conservative estimate of I in 9 women experiencing domestic violence and assuming 
that each woman has at least one child, Aitken (2001), suggests that around 3.3 18 
children in a class of 30 are at risk of witnessing domestic violence (P24). Cawson et 
al (2001), estimating the number of children going home on a school bus to serious 
worries, including 'a lot of stress' and 'things that in my childhood that I find it hard 
to talk about', would be most of the lower deck of a double decker bus (P93). 
Clearly even when using conservative estimates, and given the inconsistencies in 
base line definitions, there are substantial numbers of young people who will be 
affected by living with domestic violence in the home. 
4: Impact and outcomes of domestic violence for children 
This chapter has so far identified that there are many children who have lived with or 
who are currently living with domestic violence and can experience a range of 
controlling and abusive behaviours, often intentionally directed at them, in addition 
to 'witnessing' and being aware of the abuse of their mother. Furthermore this 
fusion of maltreatment is unlikely to be an isolated incident. The fear and control 
18 Also see Kincaid (1982) who estimated that between 3 to 5 children in every Canadian classroom 
have witnessed their mother being assaulted. 
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permeates everyday life, in addition to children's experiences of incrementally 
increasing acts of violent behaviour. Their world is tense, uncertain, fragile and 
traumatic (Arroyo and Eth 1985) and their reactions will often reflect this. 
Over the last two decades the impact on children has increasingly become a 
significant focus of domestic violence research and intervention, although initially 
examined from a psychopathological perspective and focussing on single types of 
abuse. There is currently an increasing consideration of children's 'totality of 
experiences' (Tomison 2000) and likely impact and outcomes which is more 
inclusive of other aspects of the phenomenon. However there is still a paucity of 
information specifically addressing the impact of emotional abuse implicated in 
living with domestic violence, specifically how domestic violence directed at the 
mother can negatively affect children. 
Brandon and Lewis (1996) assert that ' ... much of the existing research 
in the area 
[of domestic violence] focuses on the needs of women as victims of male violence 
rather than understanding the problem from the perspective of the child's welfare' 
(p34). Studies have since continued to emphasise a professional 'avoidance and 
minimisation' of a consideration of all of the issues surrounding domestic violence, 
including social work practitioners (Humphreys 2000) who have a statutory child 
welfare duty. This is of specific concern when considering the role and 
responsibilities of educational professionals, who have a less significant duty, but 
non the less pivotal role in child welfare and protection. As one education based 
study has found (Aitken 2001), education professionals working in schools across a 
wide spectrum reported knowing at best I in 16 of children known to be living with 
domestic violence and at worst I in 152 (p25/26). This wide variation suggests that 
not only can the degree of risk to children be minimised, but they may not even be 
recognised as being at risk at all and thus 'in need'. 
Fantuzzo and Mohr (1999) suggest that in North America important and influential 
public policy documents do not discuss the state of knowledge concerning children 
exposed to domestic violence. They attribute this legacy of invisibility in part to the 
absence of meaningful data of the prevalence and incidence of domestic violence for 
children; but furthermore suggest that many of the studies to date, examining the 
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effects and impact of children living with domestic violence, are limited by a range 
of methodological problems and inconsistencies. 
This section then firstly addresses the methodological concerns, before moving on to 
consider the impact and outcomes for children living with domestic violence 
specifically in relation to their education. 
Criticisms concerning methodological inconsistencies and problems have been raised 
by various academics in the field (Fantuzzo and Lindquist 1989; Morley and 
Mullender 1994; Edleson 1999VAW; Hamby and Finkelhor 2000; Hester et al 2000; 
Tomison 2000). They include problems relating to definition and the degree and 
severity of domestic violence, sometimes in conjunction with other stresses; the lack 
of use of multiple informants and samples; the lack of longitudinal data and follow 
up; and the effect of mediating or protective factors for children. 
Methodological inconsistencies relating to a common definition include firstly 
problems concerned with defining domestic violence for women and thus providing a 
context for children's experiences. Secondly, they include problems in defining 
domestic violence for children. For example, are they 'witnesses', if so how is that 
defined; delineating the experience of being directly abused, physically, sexually or 
emotionally (Fantuzzo and Mohr 1999, Graham-Bermann 1999). There are few 
studies that configure a 'totality' of domestic violence for children: most instead 
concentrate on one aspect. 19 Thirdly, the degree, severity and length of time that 
children have experienced domestic violence and numbers of abusing partners the 
mother has had (Graham-Bermann 1999) have not always been considered, 
particularly in conjunction with the use of a non abused control group of children. 
Moreover the occurrence of 'domestic violence' has frequently been considered in 
isolation and few studies take into account the coexistence of other stresses that 
families - and especially mothers - may be experiencing, either as a consequence of 
or additional to domestic violence (Wolfe et al 1985, Brandon and Lewis 1996). 
19 See Morley and Mullender (1994). 
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The positive use of multiple informants has also not always been widely recognised 
(Stemberg et al 1998). For example data has been variously obtained from 
individual sources including; case records, refuge workers, mothers, fathers, teachers 
and social workers and in some studies from children themselves. Additionally some 
of the earlier studies relied on mothers and sometimes their children living in 
refuges, which has occasionally raised concerns of their objectivity (see previous 
section) by not always recognising the additional stresses that leaving home and 
going to a refuge may have placed on them (Kelly 1994). Furthermore individuals 
may not view specific situations similarly, but rather than considering that different 
perspectives and experiences reflect inaccuracy, Stemberg et al (1998) recommend 
that discrepancies among informants could well be important in themselves in giving 
a more comprehensive understanding of the whole picture. 
Mediating, protective or resilience factors for individual children have not always 
been well researched (Garmezy 1983), including those connected to age, gender, 
position in family, disability, ethnicity, race, socio-economic status or length of time 
of experiencing violence. Mediating processes and outcomes may vary significantly 
with age and gender of children, but few studies have included other factors. 
There are few longitudinal or prospective studies (Graham-Bermann 1999) that have 
followed up on children living with domestic violence, either as an individual 
experience, for example 'witnessing' (Tomison 1999), or as a totality of experiences. 
However there are some studies that relate a retrospective account (McCord 1983). 
As yet it is not clear whether negative effects fade and if so how and when, or 
conversely whether children who do not appear to be affected at the time, later are 
(Graham-Bermann 1998). 
The above inconsistencies raise questions for further research of how a richer and 
more complete picture of the complexities of children living with domestic violence 
can be gained, particularly with the involvement of children themselves. As Morley 
and Mullender (1994) indicate, current research identifies that there is no one typical 
reaction or outcome for all children, but a range of behavioural and/or emotional 




Despite these concerns there is a sufficiently large body of international and 
increasingly more sophisticated research, to conclude that there are high numbers of 
children experiencing domestic violence. Furthermore there is a high probability that 
living with domestic violence will more than likely negatively impact on them, 
giving clear grounds for concern (Jaffe et al 1990). In particular these studies 
frequently suggest that the impact of living with domestic violence may be 
associated with aggressive behaviour; emotional development and behaviour 
problems; lower levels of social competency and problems with educational 
adjustment and lowered levels of academic ability. 
Of particular significance to this study, in addition to and sometimes compounded by 
the above limitations, are those concerned with the impact that domestic violence 
may have on schooling and education, and the welfare of the child. Although 
connections have and can be made there is as yet no conclusive body of research 
evidence that addresses the impact and outcomes of living with domestic violence 
from an educational perspective. 
There are to date only three published UK studies that address domestic violence for 
children with a specific focus of education or schools (Aitken 2001, Mullender et al 
2002, Kahn 2003). Additionally there are studies that have questioned children 
(McGee 2000) and young people (Regan and Kelly 2001) regarding the supportive 
and welfare aspects of school, as part of a wider study, and other studies that have 
incidentally incorporated academic performance and education welfare concerns to 
the main body of the study. 
I: Impact 
This part of the section highlights findings from studies that have most relevance 
concerning how domestic violence has been found to impact on children in relation 
to their development, educational career and the factors that may enable children to 
be recognised and supported in school. As already argued in Chapter 1, children's 
experiences of living with domestic violence are embedded or 'nested' (Graham- 
Bermann 1999: 24) in those of their mothers, and although children have different 







isolation. For institutions such as schools, their predominant role is as an educational 
provider. However there may not be a willingness or ability to extend concern for 
children to that of the family, specifically the mother. It is suggested that most 
professionals in schools, having a greater familiarity with child protection 
procedures, similar to other child welfare (Humphreys 2000) professionals, will have 
a greater understanding and experience of children who are directly physically and 
sexually abused in the context of child protection and may have less experience or 
knowledge of factors relating to emotional abuse (Baginsky 2003). 
As discussed earlier there is not a sufficiently large enough body of consistent 
findings to provide any sort of 'check list' for professionals (Hester et al 2000) to 
utilise. Current studies all emphasise the caution needed in recognising the 
importance of differences rather than similarities between children, which can be 
influenced by other mediating factors. However it has been found that some children 
are apparently not affected or not negatively affected by living with domestic 
violence and Cawson et al (2000) suggests that: 
Since any kind of abuse can cause damage, but does not always do so, it 
is essential to define abuse by the perpetrator's behaviour, which has the 
potential for causing harm. Grayson (1993) points out that the extent of 
damage to the child may not become apparent for many years, and that 
the lack of short term behavioural problems should not be taken to mean 
that no harm has occurred. Waiting until the child demonstrates 
problems may leave children in an unacceptable situation for many years 
and means that intervention comes too late (Cawson et al 2000: 6). 
However Brandon and Lewis argue that 'it is difficult to disentangle the effects on 
the children of this hostility [witnessing domestic violence] from other stresses', and 
it has been suggested that 'children react more to the stress their mothers are under 
rather than to the violence itself (1996 34). They evidence ways in which violence is 
often discounted or ignored by (child protection and welfare) professionals in 
determining cause of harm to children and assert that the threshold for intervention 
with children witnessing domestic violence remains too high. 
1. Young and school age children 
It has been demonstrated that many children will be living with domestic violence 
from a very early age, sometimes from before they are born, and has been suggested 
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that this can impact on each of the developmental stages from 'in utero to young 
adulthood' (Laing 2000). 
Factors that could influence the impact and outcome are dependent upon the extent 
and degree of their abuse; the length of time it has been occurring; and any positive 
intervention and support that has been given. Initially the early literature was 
focused on clinical descriptions of children's behavioural. and emotional problems 
and identifying symptornatology (Margolin 1998), utilising the Child Behaviour 
Checklist (Schenbach and Edelbrock 1983). Subsequently terminology utilised in 
much of the literature concentrates on 'extemalised' (for example outward examples 
of aggression) and 'intemalised' (for example emotional examples of anxiety) 
behaviour. Despite using differing methodologies and informant samples, findings 
are consensual in determining that, when compared to other children, children who 
witness domestic violence 'exhibit a host of behavioural and emotional problems' 
(Edleson 1999: 846, see also reviews by Fantuzzo and Lindquist 1989, Peled and 
Davis 1995, Kolbo et at 1996, Margolin 1998, Fantuzzo and Mohr 1999). 
Behavioural problems include temper tantrums, sleep disturbances, bullying and 
destructiveness, fluctuating between passivity and sudden outbursts of aggression. 
Children displaying emotional problems have feelings of low self esteem, somatic or 
physiological complaints, severe anxiety, powerlessness and guilt at their inability to 
prevent assaults (Jaffe et at 1990), or perceive themselves as the cause of or 
responsible for the violence (Parkinson and Humphreys 1998). 
For babies and young children bom into a situation of domestic violence or for 
whom domestic violence occurs in the early stages of life, there may well be a 
decline in the ability of the mother to care for and nurture them. This is in addition 
to the impact incurred by the hostile environment in which they are living (Rutter 
1966). The lack of care and inconsistencies (Holden and Ritchie 1991) related to 
feeding and health care may lead to an early experience of undernourishment and 
poor health. Although in many cases unintended, a lack of warmth and affection 
from a significant adult or adults may adversely affect the young child through 
mirroring (Cummings et al 198 1) adult mood swings (Cleaver et al 1999). These can 
range from very subdued 'good' behaviour, through becoming very distressed 
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(Hester and Radford 1995), to excessive crying or aggressive behaviour in the young 
child (Jaffe et al 1990). 
Cummings et al (198 1) found that as the child increases in age, repeated exposure to 
(simulated) expressions of anger, increased the likelihood of stress reactions in the 
children; which were often displayed by children attempting to become actively 
involved in the conflict. By the time children reach 4 or 5 years, then Cummings 
(1987) found that the children's reactions to adult arguments and anger varied 
considerably, ranging from strong displays of emotional distress to very hidden 
emotional reactions. 
Children living with domestic violence may also experience difficulties in 
developing a satisfactory relationship with an 'attachment' figure, due to the adults' 
own stressful experiences and needs. Mothers of children affected by and born into 
domestic violence may be unable to cope with their baby' initial distress or respond 
to their child's needs, in addition to the ongoing stress and despair that they 
experience (Svedin et al 1996). Any rejection from lack of availability of their carers, 
which is likely to continue at least for the duration of the domestic violence, would 
be felt by the child and could have long term effects in the form of emotional 
deprivation (Hart and Brassard 1987). 
Brandon and Lewis (1996) report symptoms in children exposed to domestic 
violence including: raised anxiety, fear, low self-esteem and sleep disorders. Jaffe et 
al (1990) found that pre school children witnessing domestic violence were more 
likely to display emotional distress, immature behaviour and somatic complaints. 
Using reports obtained from mothers and children, Hughes compared abused and 
non-abused child witnesses to domestic violence to other children from a similar 
economic background on measures of self esteem, anxiety, depression and 
behavioural problems. Consistent with previous studies, results indicated much 
higher distress levels in the 'double whammy' effect on children who had been both 
witnesses and subject to violence and abuse, than in the comparison group, with the 
non-abused witness children's scores falling between the two. Children of pre school 
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age who were witnessing domestic violence and being physically abused were 
reported to exhibit more problems than other age groups (Hughes 1988). 
However other studies have found differently. For example, Stephens (1999) found 
that even when not a deliberate target of violence, children who witness domestic 
violence often exhibit the same constellation of symptoms as other abused or 
neglected children. Wolfe et al (1985) and Thorbum et al (1995) both found those 
children react more to the stress that their mothers are under rather than to the 
violence itself. Mothers' perceptions of their own children were that there were very 
few differences in impact between children who had experienced violence and abuse 
and those who had witnessed their mothers' abuse (Abrahams 1994). Furthermore 
the NCH report suggested that: 
It is important to stress that the great majority of children in this study 
did not seem to 'take the violence in their stride'. They did not readily 
forget what they had seen, heard or felt (Abrahams 1994: 42). 
The association between living with domestic violence and cognitive development 
and intellectual functioning is, however, less clear and considerably under 
researched. Findings from a study of 23 maritally violent couples with 66 children 
reported that 45% of 7 year old boys displayed aggression and anxiety, whilst 37% of 
the girls were under-achieving in school. Overall 80% of children had been 
'adversely affected' by living in circumstances of matrimonial violence (Moore 
1975). Christopoulos et al (1987) reported no significant differences on intelligence 
test scores between witnesses and non-witnesses. Conversely another study found 
that approximately 50% of school-age children who had witnessed domestic 
violence, but were no longer living in violent homes, were significantly behind in 
reading abilities. This suggests that negative effects may show up later or be long 
lasting (Mathias et al 1995). 
In a study of 400 children between the ages of 4 and 13 years, Rossman (1998) found 
an association between living with domestic violence and lower cognitive 
functioning, specifically that child witnesses were performing as poorly as abused 
children in intellectual areas. In contrast to social and emotional functioning 
(Hughes 1988), this study suggests that children being emotionally abused by living 
with domestic violence are as cognitively delayed as children being directly abused. 
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Although Edleson (1999), in an overview of studies, found the research data on 
impacts of exposure to domestic violence on school performance to be equivocal, a 
qualitative study reported that domestic violence adversely affected children's school 
performance (Blanchard, Molloy and Brown 1992). A more recent quantitative 
study conducted with 100 mothers and their children aged from 3 to 5 years 
measured the direct and indirect effects of domestic violence on young children's 
intellectual functioning (Huth-Blocks et al 2001). It was found that witnessing 
domestic violence directly affects children's verbal abilities and uniquely contributes 
to problems in intellectual functioning, above and beyond any other risk factors 
(p283). 
Jaffe et al (1990) cite two studies that found children having school adjustment 
difficulties including poor academic performance, school phobia and difficulties in 
concentrating (Hughes 1986: 50). McKay (1981) describes children as 'constantly 
fighting with peers, rebelling against adult instruction and authority, and being 
unwilling to do school work'. However it is unclear whether this is due to the impact 
of domestic violence negatively affecting cognitive development or as an indirect 
outcome. 
Research studies and case material examining the effects of sexual abuse on 
psychological functioning suggest that together with violent stranger rapes, long term 
incest beginning in childhood has the most damaging effects (Browne and Finkelhor 
1986; Mackey et al 1991). The clinical literature suggests that sexual abuse in 
childhood is associated with both negative short term outcomes such as guilt and 
anxiety and longer term effects including drug and alcohol abuse, somatic problems, 
depression and suicide attempts (Browne and Finkelhor 1986). Sexual 
maladjustment in adulthood has been shown to result from sexual abuse in childhood 
and adolescence, with young women more likely to begin sex at a younger age, to be 
promiscuous, to enter prostitution, or to suffer sexual dysfunction (Moore and 
Rosenthal 1993: 182). 
2: Older children 
Studies investigating the impact of living with domestic violence for adolescents are 
less available. Some studies have incorporated the teenage years, but very few have 
specifically considered this age group, despite the possibility that they may have 
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lived with domestic violence for some time and thus could provide strong empirical 
evidence for long term direct impact. 
One American study considering the differential aspects of various types of family 
violence on adolescent behaviour (O'Keefe 1995), with young people aged between 
14 to 20 years. It was reported that 63% of the sample had experienced 'more severe 
forms' of parent-child violence and over 56% reported witnessing similar 'severe 
forms' of interparental violence. This is significant, as these prevalence rates are 
significantly higher than previous studies had reported and O'Keefe (1995) has 
suggested that the high level is related to low socio-economic status (SES). 
Alternatively it could also be related to the older ages of the young people compared 
with other studies, and the sample of 935 participants were asked about the 'worst' 
year of their life. Nevertheless the findings did confirin previous studies (Straus et al 
1980) that found a high and significant correlation between the frequency and 
severity of 'marital violence' and severity of 'parent-child' violence and was 
consistent with the Hughes et al (1989) 'double whammy' finding. However there 
was a see-saw effect reported between effects on witnessing domestic violence and 
experiencing direct abuse. When direct abuse was low, the effects of witnessing 
were more severe; when direct abuse was high, then the effects of witnessing were 
negligible. This was accounted for by the young people's preoccupation with their 
own safety and experiences. Contrary to previous studies this study found no 
significant gender difference in 'externalising' behaviours, but did find difference in 
'internalising' scores, where adolescents experienced or were more willing to reveal 
their experiences of depressive symptornatology (p64). These findings suggest that 
there is not a hierarchy of effects leading from types of abuse, but all types of abuse 
are likely to affect and impact on young people. 
2: Outcomes and effects on schooling 
There are few studies as yet which make connections and provide evidence for the 
'flow-on' (Humphreys) or outcomes for children and young people living with 
domestic violence that impact on education. There are, however, more studies 
examining the effect or outcome of 'marital breakdown', divorce and separation or 
lone parenthood, for children (Burghes 1994; Burghes and Brown 1995; Kiernan and 
Mueller 1998; Rodgers and Pryor 1998), which include educational and academic 
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effects. There are also studies relating to educational attainment and social exclusion 
(Hobcraft 1998; Sparkes 1999). In these studies domestic violence 20 (see Hooper 
1994) often remains invisible, relying instead on terminology describing 'marital 
conflict', 'marital disharmony' or 'family disruption'. However they do suggest that 
an important influencing factor for many of the outcomes for children from divorced 
or separated families is the absence or existence of 'conflict' (Burghes 1994, Rodgers 
and Pryor 1998). The studies also suggest that parental separation is not a single 
event but part of an enduring process before, during and after separation. For many 
of the women interviewed by Abrahams (1994), their relationship experience, 
however, was not one of separation but still ongoing and domestic violence had 
become an intrinsic part of it (p29). This incongruence was also noted by Smart and 
Wade (2002), who when listening to children's views on 'family transition' found 
that children's lives from 'divorced families' 'did not seem to be as precarious nor 
potentially fraught with trauma or upheaval' (p6) as compared with children from 
'aggregated families'. These children's lives did not fit a dominant model of a 
nuclear family experiencing divorce after a number of years,. Instead the families 
were described as 'complex' (p4), for which 'family violence was also virtually a 
defining characteristic for almost half of these children' (p6). 
For all children lowered self esteem (Utting 1995) is a key mediating factor which 
frequently influences and is influenced by other impacts of living with domestic 
violence. This often negatively affect children's progress at school, socially and 
developmentally. 
The outcomes of living with domestic violence may for many children and young 
people impact in some way on their access to schools and education, academic 
progress and subsequent employment prospects and opportunities and relationships 
in life. For some there may not appear to be any or few negative effects: school may 
be their place of safety and where they can bury their personal distress, have fun 
(Wade and Smart 2002) and excel, for example, in academic work or sport. It is 
unclear for these children whether there will eventually be negative effects, but their 
apparent sometimes 'over' achievement may successfully hide their inner turmoil. 
20Studies have suggested that in between 25% and 60% of separations or divorces there may be an 
association with domestic violence (Hester et al 2000: 16). 
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School, or more specifically individual people within school, may deliberately or 
inadvertently provide strategies for personal resilience (Wade and Smart 2002: 32). 
1: Missing and losing out in school 
Many children, however, when living with domestic violence experience school as a 
place that offers little significance and is accorded a low priority in their lives. 
Children may miss a large proportion of their schooling through being late, non- 
attendance or deliberate truanting. Reasons given for missing school may include 
children having disturbed sleep patterns (Abrahams 1994) caused by violence or 
threats of violence (Mullender et al 2002: 94), nightmares (Abrahams 1994), or 
worrying for their mother's safety (Saunders et al 1995). They may also themselves 
have injuries (Saunders et al 1995) or bruising that they want to keep hidden. For 
younger children, their mothers' injuries may be too severe or evident, or they may 
be too worn out by the violence and abuse to take them to school, or they may also 
be locked into the house (Homer et al 1985; Abrahams 1994: 27). Alternatively, 
children may simply want to stay at home to care for their mothers or siblings or 
because they are concerned for their safety (Saunders et al 1995). They may fear 
being in trouble at school for incomplete homework, not having the right sports kit or 
equipment or uniform (Hague et al 1996), younger children and girls may be 
concerned about being taught by a male teacher (Kelly). 
Some examples of non-attendance could be considered to be self regulation, as a 
direct consequence of living with domestic violence, but additionally Kahn (2003) 
suggests that schools may be imposing both informal and formal exclusion practices. 
Informal exclusions are those designated 'authorised absences', particularly for 
children and young people with emotional and behavioural difficulties. Formal or 
permanent exclusions are implemented where a child is exhibiting aggressive or 
severe behavioural problems over a continued period of time (Kahn 2003). Factors 
causing or explaining the 'behaviour' are not always identified or considered. 
The increasing expectation and responsibility placed on parents to be involved in 
school life, and their children's progress, behaviour and attendance would inevitably 
mean that any of the preceding situations may necessitate discussion between parents 
and school staff. For mothers experiencing stress relating to domestic violence, 
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although they may want to be involved in their child's education, their own 
preoccupation with changes going on in their own lives can result in less emotional 
time available for their children (Cockett and Tripp 1994). Consequently mothers 
may have extreme practical difficulties in prioritising time and travelling to the 
school and emotional difficulties connected to being in school. 
2: Moving home 
It is frequently the case that in situations of domestic violence families may need to 
move home quickly and several times and for all concerned there will be substantial 
losses. Not only will they lose their home, sometimes permanently, but mothers and 
children may also lose helpful and supportive family, friendship and social networks 
(Burghes 1994). However for many families living with domestic violence these 
may have been already lost, through the need for secrecy and feelings of 
embarrassment so that they have minimal support networks (Saunders et al 1995: 
52). 
For some children moving home may also mean moving school, perhaps on a 
number of occasions (Kahn 2003), even when they are still young, thus exacerbating 
the accompanying chaos and disruption (Hague et al 1996). It has been suggested 
that frequent school changes may adversely influence academic achievement (Crellin 
et al 1971) and may in the long term reduce later employment opportunities for 
young adults (Burghes 1994). 
If children have suddenly to move home to a refuge, temporary accommodation or to 
relatives, which can often occur several times, they may have problems with 
transport and travelling to their existing or new school. Furthermore, enrolling in a 
new school, particularly mid term, can sometimes be problematic. Kahn (2003) 
suggests that schools are, in fact, 'reluctant' to enrol both children living with 
domestic violence and refugee and asylum seeking young people: 
... since they are likely to be moved after a very short period of time and 
take up significant school resources during their short stay at school (p6). 
Even when re enrolling is relatively straightforward, siblings of similar ages may not 
be able to attend the same school. Problems regarding safety of children may occur 
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when confidential information of previous address, or names when they have been 
deliberately changed, may have to be shared with other professionals, for example 
Educational Social Workers 21 (ESWs). The need for confidentiality not only hinders 
the provision of any welfare needs, but may also pose problems with continuity and 
accessibility of education. This can be because the new school has not received 
academic information from the previous school. In addition, new school work may 
have to be caught up with if the new school is working at a different point in the 
curriculum (Hague et al 1996; Kahn 2003) and this will impact on the school's SATS 
results. This affects all children, but is particularly relevant for older children doing 
course-work. In their new home there may be limited play or recreational space or a 
quiet space (Hague et al 1996) in which to do homework, and crucial personal 
possessions may have been left behind or even destroyed by the perpetrator. 
3: Secrecy and Isolation 
Whether children stay at or move home, it is likely that there will be secrecy about 
the abuse. Children may learn or be explicitly told (Saunders et al 1995: 52) by 
adults at an early age that information about domestic violence and abuse is not to be 
shared, either within the family or to family, friends or professionals. The need for 
secrecy is often part of the control exerted by the perpetrator, particularly, but not 
exclusively, in sexual abuse. Alternatively it is often through embarrassment and 
feelings of inadequacy, often a consequence of abuse, that a mother may not want to 
tell friends and family, with the additional fear that by telling professionals then the 
children will be taken away (Humphreys 2000). Mullender et al (2002) refer to the 
'conspiracy of silence' trapping children into isolation and denying themselves social 
contact that could provide understanding, help and maybe the means to escape 
(p 114). 
Consequently there may be difficulties and feelings of embarrassment around talking 
about domestic violence and particularly in telling teachers in school (Regan and 
Kelly 2001; Featherstone and Evans 2004). Inviting friends home can be 
problematic, if it, possessions or toys have been damaged, or mother, siblings or self 
are injured. If the family are living in a refuge, the address, location and phone 
21 Traditionally known as Education Welfare Officers or EWOs 
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number will need to be confidential and there may be difficulties in making new 
friends outside of the refuge and inviting them 'home' (Hague et al 1996). By being 
'different' children may be susceptible to being bullied or victimisation (Hague et al 
1996, Kahn 2003), or alternatively bully others, compounding the difficulties in 
making new friends and developing peer relationships. Saunders et al (1995) refer to 
the spiral effect of social isolation for children who by very fact of their isolation are 
limiting the development of communication skills and consequently 'Not only may 
there be no one to tell - the children don't know how to tell' (p53). 
4: Economic implications 
The experience of living with domestic violence may include the perpetrator 
controlling, withholding or limiting financial household expenditure and/or 
alternatively using money for alcohol or drug use (Cleaver et al). The result of a 
family break up may sometimes mean considerable hardship, perhaps poverty, and 
Burghes (1994) suggests that family disruption and lone parenthood are frequently 
accompanied by a diminished and possibly insecure income. There may be 
inadequate money for food, resulting in underfed and perhaps ill fed children, which 
may reduce their ability to achieve in school (Ferri 1976); clothes; or social 
occasions or school trips, thus limiting their opportunities to socialise with other 
children and adults. If the 'parents' separate and the mother previously has been 
economically dependent on the perpetrator, then there may be less available income 
and they may also be newly dependent on benefit (Burghes and Brown 1995). Not 
only may there be insufficient family income to continue to support the children in 
school, but the young people themselves may be expected to start contributing to 
family income (Ferri 1976). Children may need to receive free school meals (Ferri 
1976) and risk further stigmatisation. The extent to which family income is suddenly 
reduced as a result of the disruption and/or its insecurity may be equally important, 




5: Resilience and Protective Factors 
The impact and outcomes of domestic violence can be devastating for some children, 
but behaviour, a child's confidence, ability to communicate may noticeably 
positively change when circumstances change for example by moving away from a 
chaotic and abusive home and into the greater safety of a refuge. The reasons for 
greater coping skills in some children has been partly explained by the notion of 
psychological resilience which does not act as a protection against adversity but 
works to prevent longer term impacts. 
Resilience is not a personality attribute, but describes a dynamic process of positive 
adaptation in the face of significant adversity or trauma (Rutter 1990,1999, Luthar et 
al 2000). A resilient child is: 
one who bounces back having endured adversity, who continues to 
function reasonably well despite continued risk to exposure (Gilligan 
2000: 37). 
Although many children living with domestic violence may appear to continue to 
function 'reasonably well' there are too few longitudinal studies for us to know with 
any certainty that this is the case. Furthermore the previous section has highlighted 
that domestic violence can have profound immediate and ongoing debilitative effects 
on children. 
Moreover, the 'invisibility' of domestic violence and the discussion of 
methodological concerns of the impact of domestic violence on children, has 
highlighted the uncertainty and 'not knowing' that still surrounds this area of work. 
Not only can children be directly affected by abuse to themselves and their mothers, 
they are also open to effects emanating from the home environment. Love, care and 
nurturance may not be readily available, fear and uncertainty of more and increased 
violence, changes in family residence, sibling distress can all further contribute to an 
incidence in child development problems and later psycho pathology (Johnson 1989, 
Anderson et al 1993). The emphasis on 'social exclusion' has additionally 
demonstrated that risk factors, identified with adverse circumstances at home and 
school, can have an outcome of increasing marginalisation for certain individuals and 
groups of young people (Atkinson and Hills 1998, Schoon et al 2002). 
Although a deterministic view that all children will be equally affected by domestic 
violence has to be balanced with one that recognises children's agency and personal 
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coping qualities, it is also useful to examine how children can be enabled to do well, 
or better in adverse circumstances (Gilligan 2000). 
An accumulation of risk factors, for example living with domestic violence together 
with a drug using parent, poverty and an absent parent can have a considerable 
impact on children's life chances. The concept of 'risk trajectory', one risk factor 
reinforcing another, can lead to increasingly restricted and predictable outcomes in 
later life (Rutter 1990). However, by enhancing social experiences and how those 
experiences are processed, so children's protective factors can be increased. 
Moreover it has been suggested that reducing even by one the number of problems in 
a child's life may have a significant impact (Gilligan 2000). Results from studies of 
resilient infants, children and young people consistently identify three crucial 
protective factors (Rutter 1985, Masten et al 1990) for future development, of family 
support systems and a significant caring adult; wider social context and community 
support; and a child's own personal attributes. 
A sense of a secure base (Bowlby 1988) encouraged by a sense of belonging within 
supportive social networks, for example the family, is significant in increasing 
resiliency, particularly the importance of attachment to at least one parent (Osofsky 
1999). Wolfe et al (1986) note 'the overriding importance of adult support', however 
for a child living with domestic violence their abused parent may well be unavailable 
for support. Even so Kelly suggests that 'woman protection is frequently the most 
effective form of child protection' (Kelly 1994: 53). Although the work of Women's 
Aid refuge staff underpins this philosophy (Debbonaire 1994; Mullender et al 1998), 
social service departments have been criticised for neglecting the supportive 
elements necessary both to women and their children (Humphreys 2000). 
However Gilligan (2000) suggests that it is not always necessary for the child to have 
a primary attachment to a person for a positive value to accrue from the relationship. 
A wider social relationship extending beyond the family can also provide significant 
opportunities for positive growth. Schools and individuals in them can particularly 
enhance resilience by not only providing a secure base but additionally a chance to 
connect with future life prospects (Sylva 1994; Smith and Carlson 1997). Teachers 
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have a key potential as mentors as confidantes and guarantors of a child's welfare 
(Gilligan 1998). 
Personal attributes associated with increased resilience include intellectual 
development, doing well at school and well developed interpersonal skills (Schoon 
2002) self esteem and self-efficacy (Rutter 1990). 
Schools can have a significant role in the increasing of resiliency and by providing 
protective factors for children living with domestic violence. Gilligan (2000) 
suggests that the normal and predictable everyday rituals of school, the structure of 
the school day can help to preserve or restore order. A warm relationship with a 
responsive teacher may provide a significant attachment figure. Schools can provide 
children with opportunities to build self-esteem and confidence through the high 
expectations of teachers, sport and extra curricular activities. 
Some domestic violence curriculum materials have recently been developed to 
provide children with 'protective behaviour' skills with a focus on developing self- 
esteem and personal support networks (Wolverhampton DVF 2004). 
6: Conclusion 
This chapter has argued that although the experiences of children living with 
domestic violence are interrelated with those of their mothers there is an underlying 
concern about the fragmentation in the understanding of how children are living and 
coping with domestic violence. Not all children will display immediate 
consequences and others will have a range of individual experiences and needs, often 
in addition to domestic violence. There is insufficient research evidence to suggst 
any clear trajectory of the phenomenon or its aftermath, however by being more 
proactively involved with children and young people studies have demonstrated that 
a clearer picture of the totality of domestic violence can be obtained. 
Not only do some children live with domestic violence for a large proportion of their 
childhood they will often carry the legacy of it into adulthood. Although they are not 
responsible for the abuse, they nevertheless can suffer the consequences of it and it 
can invade all areas of their lives, particularly in developing self-esteem. For young 
people developing into adults, without relevant support and resiliency, their self 
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concept and modelling of relationships in the home could further impact on their own 
developing sexual relationships and future life prospects. 
The phenomenon of domestic violence for children undoubtedly incorporates direct 
physical and sexual abusive behaviours, which are the ones most widely researched, 
identified and acted upon. However there are other behaviours such as emotional 
abuse, and less well researched and unexpected impacts such as interrupted learning, 
which may not be so widely recognised as emanating from domestic violence. 
The following chapter moves on to examining the role of schools in relation to 






This study now turns to the role of schools in relation to children experiencing 
domestic violence. The previous chapter illustrated the current lack of detailed and 
longitudinal knowledge of how individual children experience, react to and are 
affected by the phenomenon of domestic violence in their lives. However we do 
know that there are many children living with domestic violence and many are 
affected, exhibit behavioural and emotional difficulties and some have inconsistent 
school attendance patterns. Both of these seriously impact on their access to 
education in school and educational and adult outcomes. 
It has been shown previously that when asked, children invariably have said that 
schools and particularly teachers could have both a pastoral and preventative role 
(McGee 2000). A recent UK study has suggested that children would welcome 
lessons on domestic violence (Mullender et al 2002). Teaching about domestic 
violence is even more pressing when research with young people suggests that many 
young men and women thought there could be circumstances in which it would be 
acceptable for a man to hit a female partner (Burton and Kitzinger 1998; Mullender 
et al 2002). 
This chapter considers how school, despite institutional differences, can make a 
difference to benefit all children, both now and for their future. It discusses 
difficulties between the overriding responsibility of schools to deliver the national 
curriculum with other curriculum areas and the interrelationship with 'caring' and the 
pastoral care system. School predominantly has a responsibility to educate children 
of which students' personal, social and moral development is a major aim (NCC 
1990) and can be integrated into the taught and informal curriculum, which in its 
entirety is frequently referred to as a 'whole school ethos'. Underpinning a 
philosophy of education in schools are concepts of social justice and equality of 
opportunity for all, however the current social inclusion agenda although proactively 
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promoting children's rights to an education and recognising groups of vulnerable 
children, omits to name children living with domestic violence. 
The pastoral care system and the teaching of 'Personal, Social and Health Education' 
(PSHE) and 'citizenship' are sometimes considered to be 'added on' and subsidiary 
to the teaching of academic subjects. However they are embedded and interrelated 
facets influencing the whole school ethos and are central to both recognising and 
supporting children living with domestic violence. Moreover they are ideally placed 
to provide preventative education that addresses gender and other social inequality 
issues. Whilst recognising that all schools are different they all have common 
responsibilities to be involved in multi-disciplinary partnerships to safeguard and 
protect children and to educate children for life. 
Underpinning this chapter is a feminist and child rights perspective that is 
particularly focused on the principles and theory of self empowerment 
2: Changing Schools? 
A school is fundamentally an institution located in a building, a social site (CCCS 
1981), that is tangible and recognisable, in which education in its broadest or 
narrowest sense can take place. No two schools are identical, not only do they differ 
architecturally, aesthetically, or in size, they also serve children of different ages, 
ethnicity, socio-economic background and ability and sometimes gender. They vary 
in popularity and management styles, experience differential rates of student 
attendance and types of behaviour, employ different pedagogies and produce a wide 
range of outcomes and, significantly, are culturally different (Hargreaves et al 1996). 
However they all serve the educational needs of children, have a responsibility to 
ensure that children can access that right and that children are able to have a voice in 
aspects of school planning and governance (Keff and Cleaver 2004: 41). 
The education system includes schools, as an institutional instrument and democratic 
social system, which are themselves integral to a much wider whole of 'lifelong 
learning' of knowledge, skills and values and the development of citizenship, social 
justice and morals. Implicit to the school as an institution is the need for an 
organisational structure (Burgess 1986) and an understanding of what schools are 
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meant to attain and how this is measured. Despite differences between schools, the 
priority of school effectiveness is most often measured in terms of comparing 'like 
with like' and schools are publicly seen to have a responsibility to succeed by 
providing a 'quality' education, measured currently by improving academic 
outcomes (Gray 1995). The predominantly academic orientation of secondary 
schools, and increasingly of primary (Pollard 1996), presupposes a narrow definition 
of what counts as achievement and success, limiting the recognised value of less 
academic education (ILEA 1984). A current way of maximising academic success is 
seen to be grouping or tracking students according to ability, which is suggested to 
be inconsistent with wider aims of providing a broad and balanced curriculum and 
positively recognising a wide range of achievements for all children. For some 
children living with domestic violence, academic success is not always allocated a 
high priority, for others it can positively promote self-esteem, value and belonging. 
However, as Hargreaves et al suggest: 
Tracking or streaming is a product of the overwhelming academic 
orientation that characterises the culture of secondary school. This 
culture values academic achievement above all else and ranks students in 
relation to it (Hargreaves et al 1996: 30). 
The prevailing educational 'effectiveness' discourses of the measurement of good 
and bad, improving and failing schools, articulated through managerialism, 
inspection and accountability (Weiner et al 1997: 624) have a resonance with the rise 
and fall of the fortunes of corporate businesses in the transition from modernity to 
post-modernity. Schools, professionals within them, children attending them and 
their parents, have for some time been at the sharp end of challenges and change 
responding to a globalised political economy (Tomlinson 2001). The heterogeneity 
of responses to the challenges can be as diverse as the needs of the students and 
communities that schools serve, ranging from Hargreaves culture of 'balkanised' 
schools to those that care about, collaborate with and empower all those who are 
involved with them (Hargreaves 1994). 
Pring (1988) alternatively considers child centred ways of measuring educational 
outcomes. Firstly, he considers the way that a child develops as a person, as 
measured through the development of the powers of the mind and intellect. 
Secondly, he looks at the capacity to recognise others as persons, as centres of 
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consciousness and reason. Thirdly, he measures how one acts intentionally and 
deliberately and is accountable and responsible morally for one's actions. Finally, as 
culmination and synthesis, he asks to what extent is the person conscious of her/his 
self, with a sense of her/his own worth and dignity. However what is less apparent is 
how the 'development of a person' can be appropriately measured that looks to the 
more affective, social and other educational domains. Particularly in an increasingly 
'low trust, high surveillance' school culture where the success of the technical and 
market driven environment of school is measured in quantitatively assessed data. 
Wrigley (2003) details eight mutually reinforcing significant points to substantiate 
his hypothesis that the prevailing emphasis on school effectiveness is anti- 
democratic. All of these are pertinent to this study, but two are particularly crucial: 
firstly that it narrows our discourse for thinking about education and its goals, and 
secondly it limits the scope of teachers to provide curricula to all pupils and 
particularly to those who may have difficulty with their learning (Wrigley 2003: 
109). 
Sixty years have passed since the 1944 Education Reform Act (ERA) heralded the 
democratisation of the schooling system with the aim of equality of opportunity for 
all children. However Skelton (1997) suggests that girls were awarded less equality 
of opportunity than boys, by both the gender divided curriculum and by access to a 
relevant school (Deem 1981). The goal of equality of opportunity to a compulsory 
school based education demonstrating an ideological shift from an education 
determined by accident of birth to one of achievement was contentious, both in the 
decision making process and also in the implementation. Successive governments 
have implemented massive changes to the structure of the educational system, in an 
attempt to address the fundamental needs of children and young people to develop 
into educated, responsible citizens with the ultimate outcome of entering into the 
world of work. The unifying feature of all state schools since 1989 has been the 
delivery of a prescribed national curriculum. The 1988 Education Reform Act 
(ERA), hailed as the most significant legislation since the 1944 ERA (Pollard 1996), 
however, had promised to introduce a national curriculum framed within the concept 
of whole school development for the 'whole' child. Schools were required to offer 'a 
broadly based curriculum' which would prepare children 'for the opportunities, 
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responsibilities and experiences of adult life' (ERA 1988 paragraph 2). Despite the 
laudable commitment, it has subsequently been suggested that rather than embracing 
and integrating wider personal and social development and education areas of the 
curriculum and school, teachers have been forced to marginalise these areas under 
the greater demands of the academic curriculum (Helsby and McCulloch 1996). 
3: Providing an education for all 
In English state schools there is a legal compulsion for all registered children to 
attend, imposing an obligation on schools to provide an education, which may be 
coterminous with a centralised national curriculum (1988 ERA) to which Ball 
suggests is the 'curriculum of the dead' (Ball 1994). Although the promise of more 
'Education' contributed to New Labour taking office in 1997, there has been 
noticeable continuity and possibly increase in the drive to raise standards and retain 
the market driven ideology of Conservative rule (Tomlinson 2001). Others have 
criticised the national curriculum for being over prescriptive in ensuring uniformity 
of provision for all children. Resulting in an accountability of teachers that restricts 
individual or innovatory practice and regulates autonomy (Dale 1989; Siraj- 
Blatchford 1993; Ecclestone 1999). Gewirtz argues that the implications of 
delivering the national curriculum place teachers in a situation of both being 
exploited and exploitative. Exploited by managers who accrue the benefits of their 
increasingly technicist work, and exploitative of non-professionals who perform the 
material work of cleaning classrooms, cooking dinners and typing letters (Gewirtz 
2000: 312-313). However being exploited although diminishing teacher's power 
does not extend to a lack of power. In a market driven ideology of education it is 
suggested instead that children are disempowered and controlled as a consequence of 
the implementation of the 1988 ERA. Children are not the 'customers' of school, but 
their parents (Walkling 1992), who can (theoretically) 'choose' their children's 
school according to its academic success rate in publicly disseminated league tables 
resulting in more management autonomy for schools with their funding based on 
pupil numbers. Conversely Slee suggests the choice is not even that of parents, but 
schools 'as they screen diverse student pools for those who will drag them up the 
league tables' (Slee 2000). 
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Children are further controlled by their own degree of success in standard attainment 
targets (SATS), whereby those who underperform at primary school have less chance 
of progressing to a better secondary school (James and James 2001). Those who are 
'disaffected' or disruptive are less acceptable, as evidenced by the dramatic rise in 
school exclusions during the 1990s (Parsons 1999). Furthermore it is suggested that 
the age related SATS tests have led to a reduction of the freedom of children in what 
they learn and the ways they learn. Literacy and numeracy take precedence over 
more popular (with children) subjects, in addition to changing the quality and nature 
of school life for staff as well as students (Pollard et al 1994). 
As Slee so aptly comments there is a tendency to speak in one breath about inclusive 
education, but we fail to acknowledge the policy context that presses us relentlessly 
towards education exclusion in the other (Slee 2002: 179). 
Furthermore although not intended to address gender, ethnicity or other kinds of 
cultural bias, initial optimism of a greater degree of fairness emanating from the 
national curriculum have yet to be realised (Deem 1996). 
1: Equality of opportunity 
The provision of an education administered through the system of schooling has 
historically been divided by class and socio-economic status: 'the meritocracy never 
promised equality, only that inequalities would be distributed more fairly' (Brown 
1997: 395). Economic inequality had and continues to have profound effects on 
education but is considered only partially responsible for inequalities. The level of 
cultural capital in the home is also significant (Jones 2002), although not totally 
deterministic and inevitable (Connell 1987). Bourdieu. and Passeron (1977) maintain 
that cultural experiences in the home facilitate children's adjustment to school and 
academic experience. Parents' own experiences of and attitudes to education may 
well influence that of their children, not only in terms of the value of education, both 
intellectual stimulus and credentials equalling access to employment, but also the 
importance and necessity accorded to regular attendance. Furthermore, in situations 
of family stress, breakdown and domestic violence and the resulting implications of 
often suddenly leaving home, or sustaining physical injuries, then the physical 
accessibility and priority accorded to children attending school for whatever 
justification, may well be minimised. 
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The rhetoric purporting equality of access to education on purely socio-econornic 
grounds has also been criticised, towards the end of the 'second wave' (Brown 
1997), by a gendered analysis of schooling. This augmented the social class 
discourse that challenged a gender-blind sociology of education (Acker 1981) by 
documenting the ideological interrelationship between gender and provision of 
schooling. Many of the debates at the time focussed on classroom practices and the 
curriculum, both formal and informal, whilst failing to address the limitations of 
institutional policy in challenging inequalities (Gill ct al 1992). 
Despite the apparent eradication of a selection process with the advent of the 
comprehensivisation of schools, and the (reluctant) adoption by the education system 
of the Sex Discrimination Act in 1975 (Weiner 1985), a similar curriculum offered to 
girls and boys did not change until the implementation of the national curriculum. 
Mounting research evidence during the 1970's suggested that female teachers and 
pupils were at best undervalued and underrepresented in the work of schools, and at 
worst, ignored or harassed (Spender 1980; Kelly 1981). Equality of opportunity at 
this time was considered to be achieved through the equal allocation of school 
resources and educational benefits, rather than positive discrimination (Weiner 
1985). 
Many municipal LEAs encouraged and supported schools to develop equal 
opportunities policies, particularly around sexism and to a lesser extent racism and 
multicultural education (Troyna 1992). However, the core issue - to effect 
fundamental change in the monocultural power and patriarchal base of schooling 
through legislating for and promoting anti-sexist or anti-racist approaches - was 
bypassed in favour of continuation of the egalitarian approach. The national 
curriculum served to formalise and strengthen the masculinist bias of core and 
statutory subjects offered to all children and modelled the hierarchical status of the 
importance of certain subjects, for example Mathematics and Science, to both 
teachers and pupils. Despite this, the improving achievement of girls has meant that 
there has been an upward shift in examination entry and success rates for girls at 
GCSE level and the number of girls staying on into Higher Education (Stafford et al 
1999). Rather than girls gaining recognition for their success, the prominent 
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discourse now cmphasiscs the disadvantage that males experience as a consequence 
of girls' success. 
71C concept of social justice in educational terms, developed from Aristotle's notion 
of distributive justice, lics in the requirement of treating equals equally. Rather than 
the distribution of goods and services in rclation to schooling. however, social justice 
implies a consideration of how every child in every school could be justly treated, by 
ensuring that they receive a 'good cducat, ion'. Connell (1994) considers that it is not 
just the distribution or material resources that arc necessary, but the need is to deal 
more %%ith the content and process of education that is 'curricular justice. In 
cducat, ional terms 'the "how much" and the "who" cannot be separated from the 
"what"' (Connell p140). 'Me '%%hat' is the hcgcmonic curriculum that originates 
historically from the educational practices of European men, thus authorising the 
experiences of white men and marginalising those of women and dominated groups. 
2: Social inclusion 
111C "Mird Way' of social justice and inclusion of the current Labour Government 
has not as yct been cfTcctive in radically altering the inequality or diversity of 
cducational situations that many children and young people experience. Social 
democracy still looks to 'school improvement' as being the panacea of disaffection 
There arc targets and performance indicators for raising lcvcls of attainment, but not 
for reducing incquality. According to Mortimorc and Whitty. 
one of the dcprcssing findings is (that] the relative performance of the 
disadvantaged has remained similar even when the absolute performance 
of such groups has improved (Mortimorc and Whitty 1997: 9). 
It is not only in the economic and productive spheres of life that a 'quality' education 
can be advantageous. The causal link between level of education and risk of poverty 
takes in various interim factors. A poor educational career has direct consequences 
beyond the labour market position of the individual as an adult. For example, people 
with a better level of literacy enjoy markedly better health because they arc better 
inrorTncd of risks and can make more cffcctivc use of healthcare and because their 
living environment exposes them to fewer dangers. 
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Despite the emphasis on educational inclusion being '... about equal opportunities 
for all pupils whatever their age, gender, ethnicity, attainment and background' 
(OFSTED undated), the paramount concern of the Social Exclusion Unit is 
prioritised as the reduction of truancy and school exclusion (Levitas 1998) and the 
emphasis for OFSTED inspectors when addressing inclusion is that of attainment 
(OFSTED undated). 
All of these educational developments can disadvantage many children in school 
However for children who are additionally disadvantaged by chaotic and disrupted 
home lives, abused and experiencing emotional and behavioural difficulties, school 
can be a fearful, disempowering and difficult place to be. 
As Atkinson and Homby remind us, the national curriculum omitted to give equal 
attention to the preparation of children for other aspects of life in addition to that of 
economic opportunities, suggesting that: 
social and emotional awareness are as important, if not more important 
than intellectual ability in achieving success... Yet attention to children's 
emotional competence has so far been omitted from the school 
curriculum (Atkinson and Homby 2002: 8-9). 
4: Pastoral role of school 
The personal and social development of the pupil is one way of 
describing the central purpose of education (DES 1979). 
Complementing and sometimes competing with a central goal of academic 
achievement are goals relating to welfare, pastoral and pupils' personal development 
through the delivery of the pastoral care system. Nodding suggests that 'if school 
has one main goal, it should be to promote the growth of the students as healthy, 
competent, moral people ... Intellectual development is important, but it cannot be 
the first priority in schools' (Nodding 1992: 10). 
By the pastoral role of the school I mean the affective domains of school that 
incorporate the care, welfare and social needs of students and the pastoral aspects of 
all subjects. In some schools the pastoral system overlaps with curriculum delivery, 
limiting personal, social and health (PSHE) teaching to a tutorial time lesson. In 
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other schools PSHE are time-tabled lessons, often taught by a specialist teacher. 
With either model they are frequently afforded less time and status than other 
4national curriculum' subjects. Other schools again may adopt a model that 
incorporates both tutorial and PSHE lessons with whole school planning ensuring 
cross curricular links throughout the school that address knowledge, skills, attitudes 
and values (Lees and Plant 2000). Since 2000, citizenship has been formally 
reinstated into primary and secondary schools, in secondary schools as a statutory 
subject, and one to be assessed. This factor immediately brings into question an 
elevated status for citizenship that in the present overcrowded curriculum is likely to 
4squeeze out' or take-over PSHE. This debate is crucial in the context of teaching 
about domestic violence; however before moving into it there is a wider scene to be 
set. 
1: School ethos 
The ethos of the school reflects the values and attitudes which 
characterise the community, the atmosphere of the school, the quality of 
relationship, and the way in which the school helps to deal with conflict, 
loss, grief or difficulties (NCC 1993). 
Underpinning everything that goes on in a school can be referred to as the school 
ethos, sometime prefaced by positive or whole suggesting total inclusivity and that 
everyone has a responsibility in its formation. It includes the underlying philosophy 
of the delivery of the content of the curriculum, the ways that students are organised 
to receive it, for example setting and streaming, and the explicit and implicit 
interplay of relationships both in and outside the school. What is not spoken about is 
as influential as what is spoken about (Sex Education Forum 1995). It is sometimes 
referred to as the culture of the school or hidden, informal curriculum, or the 
paracurriculurn (Ryder and Campbell 1988). It is frequently referred to as the values 
that all share in school (WES 2001). However, it is an elusive concept and there is 
often more attention given to what it can do rather than what it is and how to get it. 
For example the study of Rutter et al (1979) addressed whether schools could make a 
difference for students. Schools that were roughly comparable in social and physical 
conditions did produce different outcomes measured in exam results, pupil 
behaviour, and attendance. It was suggested that the ethos made a difference and this 
was analysed in terms of values, aims and attitudes. 
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Feminist critics of the hidden curriculum of school have additionally examined the 
predominantly gendered relations that constitute the values and attitudes that are 
inherent in school, in addition to the masculinist curriculum (Whyld 1983; Wolpe 
1988; Epstein and Johnson 1998). Gender can be an issue in the affective climate or 
ethos of a school and can deeply affect the welfare and leaming. Teachers may 
believe they are treating all children the same, whilst perceptions of what is expected 
or appropriate for girls or boys remain a matter of personal rather than professional 
attitudes (Clarricoates 1983). 
Sexism and sexual harassment continue to remain a normal part of daily life in 
school (Burton et al 1998; Hame 2000) and the reinforcement of heterosexuality 
predominates (Scott 1989). The teaching and governance of Sex and Relationships 
Education and the debate of the perceived 'promoting of homosexuality' through 
Section 28 (Sanders and Spraggs 1989) provide a thought provoking example of the 
difficulties inherent in developing a positive whole school ethos that meets all needs. 
2: Pastoral care system 
For some teachers, particularly those in the primary sector, the rights, duties and 
responsibilities of the core values of pastoral care are assumed to still reflect those of 
the concept of the teacher in 'loco parentis' (Gammage 1988), delivered through the 
'natural' familial role of the primary school (David 1983). For primary schools, 
particularly those with a small population, there is less emphasis placed on an 
identifiable, organisational pastoral structure (Lang 1988: 87). Instead, the catch-all 
phrases of 'caring school', 'taken for granted, 'it happens all the time' (Pollard 
1992), implicitly assume an osmosis effect and that it happens without being planned 
for (Pring 1988; Lang 1988: 2). 
The pastoral role of the secondary school is generally conceptualised in terms of the 
vertically grouped house or, contemporarily, laterally grouped pastoral system led by 
a Head of Year (HoY) and often managed by a Deputy Headteacher. As such it is 
not a homogeneous, consistently applied or prioritised system within and between 
schools (Camell 2002). It may be inclusive of a pastoral curriculum integrating 
variously personal, social, health, spiritual, moral and citizenship education. It may 
be exclusively a guidance and counselling role and in most secondary schools could 
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include a behaviour management and disciplinary function (Hopson 1981; Best 
1999). 
Lang proposes two stages of the concept and practice of pastoral care development, 
firstly the application of the public school model to state secondary schools 
following the 1944 Education Act, and secondly the subsequent development of 
complex pastoral systems in comprehensive and other secondary schools during the 
1970s (Lang 1983). Blackburn (1983) similarly contextualises pastoral care in a 
general concern for 'knowing' and 'tracking' children in new and large 
comprehensive schools, which developed into more focused forms of guidance and 
counselling of an academic, personal, social and vocational nature. There was also 
teachers' career development interest for posts of responsibility in the new 
comprehensive schools that were achieved by creating new 'pastoral' posts, some 
specifically for the integration into comprehensive schools of secondary modem 
teachers (Hargreaves et al 1996). For many (smaller) secondary schools, the 
development of the comprehensive schooling system and, perhaps, also stimulated 
by the size and range of ability of pupil population, meant that a formal provision for 
identifying and meeting the affective needs of pupils was instigated (Johnson 1975). 
It is suggested that pastoral care in the 1970s was predominantly concerned with the 
care, welfare and personal needs of students (Marland 1974), although in practice it 
was more often associated with administration, students referral procedures, 
discipline and punishment (Burgess 1983). The need for discipline and control 
within the pastoral care system arises from the expectation that it is a 'back up' for 
the academic system (Best et al 1980). Although then and possibly even more so 
now, it is the academic curriculum that causes problems for students. More recently 
Best suggests that whether the child has a problem or is a problem for the teacher, 
social and emotional problems most often manifest themselves in behaviour which is 
held to be unacceptable or inappropriate (Best 1999: 20). 
Hargreaves et al. alternatively suggest various problems with the pastoral care 
system, all predicated on the negative outcomes from the delivery of the national 
curriculum (Hargreaves et al 1996). They include: the existence of a bureaucratic 
system of disciplinary referrals encouraging classroom teachers to take less 
responsibility for their own discipline problems at the point they occur; care is 
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sacrificed to control in a system set up to administer punishment and discipline. 
Thirdly the pastoral system may support and protect the academic system and secure 
students' compliance with it, when the academic system may be at fault (Hargreaves 
et al 1996: 63). 
Despite the significant absence of initial training for teachers in this aspect of school 
(Baginsky 2000; 2003), and a limited awareness for some teachers that it may be 
advantageous (Bond 1988: 328), increasingly more teachers are being expected to 
adopt the role of social welfare provider. Little et al suggests that teachers (and 
education welfare officers) are often people that families with social needs turn to for 
help. They found in particular that a significant proportion of children 'in need' were 
assessed and received support from a professional who is not a trained social worker 
and that teachers do 'social work' (Little et al 2003). Pring (1987) argues that 
although strictly speaking this is not the responsibility of an educational institution 
and teachers do not necessarily have a 'welfare' time allocation, the pre-conditions of 
successful learning need to be met in both physical and emotional terms before 
successful teaching can be effective. However Carnell (2002) finds that many tutors' 
work is primarily reactive, resulting in a build up of problems for vulnerable 
children. For a child who has come from an abusive home environment and may 
have multiple problems, adults in school are often the only people to whom the child 
can relate, whether directly through verbal communication, or indirectly 
behaviourally. Without an understanding of a child's situation, the paramount goal 
of schools 'to educate' is often unachievable. 
Pring (1987) provided a model of three types of care that typify the differing 
responses to children, both within and between schools, as responses to crises, 
vocational guidance and pastoral curriculum. Best (1999) has updated this model, to 
reconceptualise pastoral care as reactive, proactive and developmental care. 
Reactive care, may firstly provide an immediate personal response in the form of 
listening, counselling, or other forms of appropriate emotional support. Secondly, 
the child may be referred on to higher or alternative levels in the pastoral structure; 
which may then (thirdly) refer on to outside specialist help. Hamblin (1978) argues 
that limiting responses to the reactive reduces teachers' caring to no more than 
'emotional first aid'. Instead he identified that 'critical incidents' in children's 
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careers through school, provided foci for the preparation and delivery of programmes 
of learning experiences which would equip children to cope when potential crises 
occur. This led to a development of the pastoral care role to include teaching, 
initially predicated on a deficit model for lower ability students (Tilford 1992). 
Before moving on to examine areas of the curriculum where it is being suggested 
domestic violence could be incorporated, I am moving into a very specific area of the 
pastoral care role which involves the safeguarding of children. 
3: Safeguarding children 
The invisibility of children living with domestic violence continues to be of 
paramount concern in the context of the provision of pastoral care and curriculum. 
Currently domestic violence is not recognised within child protection guidance for 
schools. However every school is likely to have (at least) one senior member of staff 
as the designated child protection teacher/co-ordinator, who is also likely to be a 
member of the pastoral team 22 . Recent legislation (2002 Education Act amendment) 
now insists that schools and LEA's have a legal duty to promote and safeguard the 
welfare of their pupils. However Alison Fiddy from the Children's Legal Centre 
argues that such measures will only prove successful if '... the Government, LEA's 
and schools ensure that teachers are aware of their new duties and that they receive 
training in recognising the signs of child abuse'. (Childright September 2002: 3). 
Furthermore as identified in Chapter 2 children living with domestic violence are not 
necessarily always defined as being 'abused', and may not have any outward 
physical signs. 
Baginsky (2000; 2003) has concerns that both experienced and newly qualified 
teachers are not receiving sufficient and consistent training in child protection issues. 
Moreover, acknowledging that all teachers have numerous demands on their time, 
she recommends that one way of ending the ad hoc situation is to instigate a 
certificated continuum of training. The priority accorded to child protection training 
22 DfES Circular 10/95, Protecting Children from Abuse, places a pastoral responsibility on schools 
towards their pupils, by stating that: '[e]very school and college should ... develop a child protection 




has apparently changed little since 1988 when Maher compiled a list of concerns to 
be addressed as a nationally determined priority: 
Generally speaking, teachers are not aware of the range of abuse; of the 
physical or behavioural characteristics associated with the abused child; 
of procedures for reporting abuse; of the interdisciplinary network of 
professional groups who work on abuse cases; or of the ways in which 
these groups operate. The need for inservice training is critical but given 
the lack of understanding of the importance of the teachers role, the 
demand for such training is unlikely to be identified by either teachers or 
local authorities (Maher 1988: 271). 
Birchall and Hallett (1992) similarly found that teachers were reluctant to be 
involved in child protection work and although identifying a need for training, 
recognised that it 'is a massive task' (p235). Although teachers were seen to be 
crucial to the child protection process by other professionals, they were also seen to 
be carrying out their role 'rather poorly' (Hallett 1993). At that time schools were 
undergoing considerable change, the powers of the LEA were being weakened and 
schools would be asked to devolve more of their own resources to child protection 
training. As the previous section has demonstrated, the predominant focus of school 
continues to revolve around the delivery and assessment of the national curriculum. 
Recent responses to consultation exercises illustrate the current situation. Firstly the 
responses to 'Safety and Justice' (Home Office 2003) encouragingly recommended 
that there would be 'closer policy and service delivery links with Government and 
others on child protection'. Secondly, the responses to 'Safeguarding Children: 
Child Protection Guidance about Child Protection Arrangements the for Education 
Service (2004), suggested that 89% of respondents 'felt strongly that child protection 
should be a compulsory part of induction training for teachers'. Additionally training 
and support were vital to give teachers the skills and confidence to handle disclosures 
from children. It was also suggested that LEAs should provide training for support 
staff and newly qualified teachers. Significantly 38% of responses also identified 
that financing child protection training was low down on schools priorities and that 
the government should provide additional funding. Although domestic violence was 
included as an additional category of child abuse in this document, it is also 
significant that one criticism of the Green Paper 'Every Child Matters' was that it 
'did not address the needs of children affected by domestic violence' (p50). 
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Domestic violence for children continues to be neglected in the 'next steps' (DfES 
2004). 
4: PSHE and Citizenship 
Clearly, children living with domestic violence continue to remain largely invisible 
in schools pastoral care system. Let us return now to PSHE and citizenship, which 
are reappearing on the curriculum, with a particular focus on citizenship as a 
statutory subject. The 1988 ERA was not only a watershed in the direction of a 
nationally defined curriculum, it also embodied the official marginalisation of the 
pastoral dimensions of the work of schools (Abrahams 1996; Best 1999). Although 
it was to be included as part of the whole school curriculum (NCC 1990) it was not 
until other national curriculum statutory and core subjects had been disseminated that 
it was suggested how schools might squeeze in this responsibility. Aspects of the 
taught pastoral curriculum became at best a 'bolted on' factor, at worst ignored or 
deleted from memory. The delivery of cross curricular 'dimensions, skills and 
themes' was expected from all teachers as an afterthought not unrelated to the 
implications of the growing awareness for social order, with minimal funding 
devolved to LEAs for teachers' support. 
Not all secondary teachers are comfortable, or feel it is their responsibility, to deviate 
from 'their' subject to either teach about PSHE as a discrete curriculum subject, or to 
raise relevant and often sensitive issues as a form tutor (Abrahams 1996). For 
primary school teachers to teach about sensitive and controversial issues, for 
example sex education, was often considered to be somehow either destroying 
children's 'innocence', condoning their precociousness (Harris 1996: 20), or to be 
irrelevant to the primary school (Farquhar 1990). Although advocates of PSHE 
suggest that both the content and the processes of delivery are essential to underpin a 
wide ranging education for all students, the 'pot pourri' of ingredients and lack of 
desire to be prescriptive does little to endear all teachers to it (Ryder and Campbell 
1988). 
Furthermore, to add further confusion, in the intervening decade since 1990, the 
Department for Education and Employment and the Department of Health have 
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jointly introduced the National Healthy Schools Standard (NHSS), with a particular 
interest in the: 
... importance of a sound education in promoting better health and 
emotional well-being for all children and young people, in particular, 
those who are socially and economically disadvantaged. The school is a 
key setting in which to improve both health and education. (NHSS 
Guidance 1999). 
Although still in its early stages, the NHSS appears to be effective in promoting 
positive and productive 'partnership' working between departments, but with an 
emphasis on 'health' both at a national and local level (Rivers et al 2000). At a 
school level however I am suggesting there is the opportunity to confuse, segregate 
and stigmatise. Firstly, offering the NHSS inclusive of PSHE and citizenship (NHSS 
1999), in an already overcrowded albeit reduced curriculum (New Curriculum 2000), 
can serve to confuse over-stretched teachers and further marginalise PSHE. 
Secondly, the holistic approach to the whole school pastoral structure may be 
undermined. As already noted, a disjunction between the pastoral taught and caring 
aspects of schooling had already occurred, with caring being replaced by a greater 
emphasis on discipline. However, encouragingly, initial evaluation of the NHSS 
focuses on the benefits of: 
reduced exclusions, improved attendance, better exam results, increased 
uptake of healthy eating choices, refurbishment of school buildings and 
sports facilities. (Rivers et al 2000: 64). 
Thirdly schools and their pupils in disadvantaged areas can be stigmatiscd. The key 
indicator to recruit school involvement with the NHSS is that of Free School Meal 
eligibility, thus reiterating the point that only some children need or will benefit from 
a 'healthy school'. Similarities could be made with the 'ecological fallacy' critics of 
the Educational Priority Area programme resulting from the Plowden Report. It was 
suggested that because the average level of economic disadvantage is higher in one 
area than another it does not mean that all families in the high risk area are equally 
affected (Peters 1969). Little et al (2003) are critical of children's services provided 
by the current government for placing too much emphasis on 'thin' services, albeit 
offering a safety net approach. They alternatively suggest that more assistance could 
be offered to a smaller group of children in need - the 'thick' approach (ibid). 
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For children experiencing domestic violence, which cuts across gender, class, age 
and ethnicity, although the implications will often affect the economic situation of 
the abused parent, precipitating the family into a poverty situation (Bradshaw 1991), 
this is not always permanent, and is dependent on various factors. Many families 
fluctuate between differing economic situations over a period of time and children 
will be attending schools in all socio-economic areas and exhibiting a variety of 
needs relevant to the situation at any one time. The prioritisation of children in 
particularly disadvantaged areas resonates with the reluctance of some schools to 
adopt anti racist policies and multi-cultural curricula, by virtue of the fact that 'We 
have no black pupils. We do not need a multicultural policy. There is no problem 
here' (Gould 1993: 23). 
The 'Safety and Justice' consultation (Home Office 2003) suggested that PSHE 'can 
teach young people social skills which should help towards reducing domestic 
violence, for example anger management and negotiating within relationships' (p 16). 
Furthermore that this could be evidenced through the NHSS 'Health and Safety' 
theme. However it is difficult to predict how the previous suggestion can possibly 
encourage a gendered understanding of domestic violence, including concepts of 
power and control, particularly when the NHSS 'Health and Safety' theme includes, 
first aid, protection from the sun and walking and cycling to school (DfES 2001: 14). 
All possibly necessary, but equally traditional individualised and 'health' related 
'keeping yourself safe' issues. The valiant response to 'Safety and Justice' of 
Women's Aid, requested the Government to legislate for all schools to incorporate 
domestic violence issues into aspects of the curriculum, including a gender violence 
policy and a designated person in each school (WAFE 2003). However for many 
schools other more 'pressing' academic curriculum needs may take priority. 
The inclusion of citizenship as another curriculum area for domestic violence 
increases the confusion. If the teaching of citizenship is to be conceptualised, as 
Madeleine Arnot (2004) suggests, as being centrally concerned about gender 
equality, human rights and participation and democracy in education then teaching 
about domestic violence is the next obvious step. Alternatively the Crick report was 
clear that the three strands of citizenship in school of political literacy, community 
involvement and social and moral responsibility, were to be delivered with a 'light 
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touch' and did not lay down a prescribed teaching and learning approach (Crick 
Report 1998). Initial evaluation findings of the development of citizenship in 
schools highlights that provision is uneven, patchy and evolving. Furtheimore: 
Few schools have as yet recognised the broad scope of citizenship 
education and attempted to translate it into a holistic and coherent whole- 
school policy (Kerr et al 2004: i). 
Few schools have a coherent understanding of 'citizenship'. Citizenship and 
citizenship education remain hotly contested concepts, with debates continuing to 
revolve around both (Kerr and Cleaver 2004). 
The delivery of citizenship education reflects the definitional uncertainty. The 
management of citizenship teaching was 'unsatisfactory' in over half of schools 
visited by OFSTED and the citizenship curriculum was found to be developed well 
in only one fifth of the sample of 25 schools (OFSTED 2003). This report similarly 
found that schools were confused about the terminology and suggested that many 
schools were conveniently using PSHE lessons as the main vehicle for the 
curriculum delivery of citizenship thereby following the 'low key' approach. 
Although Calvert and Clemitshaw (2003) have commented on the sensitivities 
inherent in this approach, suggesting that citizenship may become ghettoised by 
locating it in an area which is already low status in some schools. I would 
alternatively suggest that PSHE would become obsolete in many schools as the 
statutory nature of citizenship becomes more apparent. 
For children, practitioners and organisations who have requested the delivery of 
domestic violence lessons through PSHE and/or citizenship, there may be a long wait 
ahead. 
5: Finding alternatives 
Whilst schools are coming to terms with the content and delivery of a 'new' 
curriculum area, other initiatives are being developed specifically targeting the 
emotional and mental health of children. Drawing on a model of 'health' that 
schools have been familiar with for over 50 years (Tilford 1992) and locating a less 
sensitive, controversial but readily noticeable concern in all schools, some have 
begun to address the neglected area of 'emotional health and well being' (Morris 
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2001; Rumbelow 2001). Although it may be complex to define (Rumbelow 2001; 
Gott 2003), it resonates with increasing resilience and self esteem in children and 
develops empowering skills. Many children living with domestic violence display 
emotional and behavioural difficulties, have problems with school work and have 
been shown to have a poor sense of self and feelings of powerlessness (Rutter 1990, 
Greenhalgh 1994; Sylva 1994). Up to 20% of children in school in the UK will 
experience mental health problems serious enough to require professional help 
(Kurtz 1996; Weare 2000). Many of these will be children living with domestic 
violence but will remain unrecognised. McGee (2000) found that although some 
children used school as a place of refuge, others were: 
so overburdened emotionally and psychologically by the domestic 
violence that they could not even cope with minor upsets at school, such 
as a teacher raising their voice which reminded them of rows. Any tears 
would be followed by teasing from peers, which made their situation 
worse (McGee (2000). 
Furthermore the report 'Bright Futures' states: 
It is our finn belief that if we want to change things the school has to be 
the place to do it (Mental Health Foundation 1999). 
By 'joining up' education (DfES 2001) and health (NHS 1995) Kurtz (1996) 
suggests that schools are part of the front line in identifying and dealing with 
children's emotional, mental and psychological problems, roughly three million 
children at any one time. Whilst raising awareness of the problematics of addressing 
mental health or emotional well being issues in school Gott (2003) presents a 
convincing argument for the utilisation of the NHSS, of which another theme is 
4 emotional health and well-being' (DfES 200 1). 
Whilst not centrally addressing the issue of gender, addressing emotional health 
through the development of 'emotional literacy' in school has many advantages. It 
ensures that all children will benefit, whilst not stigmatising particular children, and 
supports a whole school staff and school involvement. By encouraging children to 
discuss their feelings and develop supportive strategies it could lead to trusting adults 
enough to talk about domestic violence and break the 'cycle of silence' (Weis et al 
1998). The NHSS is predominantly focused on primary aged children and it is in the 
early years of school that foundations are laid for future positive development (Sylva 
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1994). My previous professional experience as a PSHE adviser suggests that by 
involving schools with a less contentious and challenging, but identifiable area of 
concern that can benefit academic success in the long term and improve inclusion, by 
using a 'Trojan horse 23 method, in time other facets can be incorporated. This also 
fits well with the spiral curriculum development approach (Ryder and Campbell 
1994). 
Schools and committed individuals in them are currently seeking strategies to come 
to terms with the effects of citizenship as part of the statutory curriculum whilst 
retaining the essential components and teaching methods of PSHE. The 
development of 'emotional literacy' by empowering and developing self esteem and 
resilience in children may benefit all involved (including staff) and enable schools to 
revisit the affective dimensions of the curriculum through citizenship (Best 2003). 
Furthermore by recognising the affective domain and educating children to be 
'caring and engaged emotionally in their social worlds' and placing less emphasis on 
the 're-masculinisation' of schools through the need to test and assess this could in 
time influence gender inequality in school (Amot 2004). By encouraging children to 
talk about their feelings and troubled circumstances in a supportive environment, I 
am suggesting that domestic violence can be named and recognised, a crucial first 
step towards prevention. 
5: Empowering students and schools 
An emerging concept throughout this study is the importance of empowerment. This 
chapter has suggested that in various ways the experience of attending school can 
disempower students and for some children living with domestic violence school can 
compound their insecurity and lack of self worth, resulting in exclusion (Kahn 2003). 
Empowerment is central to feminism and to some theories underpinning the delivery 
of PSHE in school. Stein and Frost (1992), in distinguishing between 'rights' and 
23 This was a term utilised in the early 1990s when those involved with encouraging schools to 
develop PSHE in the context of the demands of the national curriculurn, devised alternative strategies 
that did not appear to need additional amounts of time and energy. I first heard it used by Jeri 
Anderson at a training course at the Counselling and Ca7er Development Unit (CCDU) in Leeds. 
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empowerment, argue that rights do not necessarily benefit children when interpreted 
in an individualistic (for children) framework for which adults are given 
responsibility to define and legislate. Moreover, effective change for children 
requires collective action and organisation, which can impact at the individual, group 
and community level. Theories of empowerment have a long tradition in health 
promoting practice and have been integrated into developing PSHE and pastoral care 
systems in some schools (see Lambeth undated) for a considerable time (Tilford 
1992). Tones suggests that health education is oninipretentious (1987: 4), in that it 
can be related to factual information, incorporates values and feelings and seeks to 
question and change attitudes and behaviour through skills development. By using a 
wide concept of health it merges into the personal, social and moral dimensions of 
PSHE, particularly Sex and Relationships Education. As suggested in chapter I 
there are useful comparisons to be made between theoretical models of health 
education in relation to HIV and AIDS and now with domestic violence education in 
school (Homans and Aggleton 1988). Both HIV and domestic violence are social 
problems and can be defined within a holistic interpretation of 'health', incorporating 
emotional, mental and social well-being and physical aspects (WHO 1984). 
Sexuality, sexual relationships, power and control are central to both, as are isolation, 
stigmatisation and invisibility. Women are blamed for infecting men in 
'heterosexual' relationships and expected to take responsibility for prevention 
through safer sex. Violence against women, power and control in relationships and 
HIV are inextricably linked through sex and sexuality and either can lead to death 
(Richardson 1989). As there are similarities in the phenomena, so there are 
similarities in preventative education and supportive measures that school can 
provide and self empowerment is the key. 
Traditional health education has focused on a medical or clinical theoretical model, 
whereby a simplistic interpretation would provide biological and medical 
information to all students relating for example to the hazards of smoking, which 
would be sufficient for them to not smoke and thus not die of lung cancer. It aims to 
provide information and knowledge relating to social norms to reinforce pre- 
determined approved behaviours and is usually delivered didactically by an 'expert', 
the teacher or health professional. A comparison with educating about domestic 
violence would be to tell children not to argue or fight, or they will be in trouble. 
Tones (1987) develops the medical model into a voluntarisin or 'educational' model 
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based on informed decision-making which, however, is limited in its application to 
children by paternalistic attitudes of adults 'knowing better' than children and 
utilitarian considerations for the good of society at large. Furthermore this model 
disregards wider societal and environmental influences that can impact on choice. 
Many of the 'stranger danger' and 'just say no to abuse' campaigns were based on 
this model, ignoring the power and control dimensions of abuse to children. Moon 
(1993) describes these two models as 'knowledge based' and 'shock horror'. A 
radical or political model (Ryder and Campbell 1988), alternatively, emphasises 
addressing the root causes of ill health located in the social structure of communities 
and nations by consciousness raising, based on the work of Freire in adult literacy 
(1972). The comparison with preventative education for domestic violence would be 
to raise awareness of the gendered nature of domestic violence but lacks a means of 
influencing change. However, to varying degrees, all of these models interrelate and 
synthesise to facilitate a self-empowerment model, which additionally provides the 
opportunity to make changes. Homans and Aggleton (1988) criticise the uncertainty 
of definition of this model and understand it to be: 
the process by which people develop skills, understandings and 
awareness, so that they can act on the basis of rational choice rather than 
irrational feelings (p163). 
The essence of the self-empowerment model of delivering PSHE and particularly sex 
and sexuality education (Clarity Collective 1985) and gender based education 
(Szirorn and Dyson 1986) in school is located in participatory skill development and 
feminism (Dickson 1985). It seeks to facilitate genuine informed decision making, 
change the way people think about themselves and equip them with a variety of skills 
which will help them interact more effectively with their environment (Tones 1987). 
The development of self-esteem and an internal locus of control are suggested to be 
essential to self directed choice. However in the context of HIV health education the 
concept of self-empowerment itself is not enough within the concept of structural 
power within which it operates. For domestic violence this is generally located in 
gendered power, but additionally power related to age, culture, race and institutions. 
Homans and Aggleton (1988) additionally consider a community orientated model 
which they also find insufficient. Although this involves a wider supportive network 
in which to facilitate change, the definition of community is problematic, suggesting 
homogeneous groups of people living and working in similar environments and 
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obscures the differences within these groups. Although their final choice of model is 
the 'socially transformatory' model which brings together 'the potential to enhance 
individual health and well-being and to bring about far reaching social change 
throughout society' (Homans and Aggleton 1988: 168), it is not that far removed 
from a self empowerment model which is underpinned by radical feminism and the 
collective activism which informs current policy and practice. 
It is this model that I am suggesting schools could consider for both recognising and 
supporting children living with domestic violence and in preventative education. 
Although they argue for its adoption in the context of health education for HIV 
prevention, the four interrelated aspects of ideas, social relations, political processes 
and resource allocation are conceptually adaptable and transferable to use within 
school and between school and other supportive organisations within a wider 
context. 
Firstly the suggestion is that ideas and information about domestic violence can be 
influenced by a more accessible understanding that is not narrowly located in 
physical abuse but incorporated into a wider continuum and spectrum of behaviours. 
The exchange of ideas between and within schools can be enabled by multi 
disciplinary training that supports and develops child protection and 'safeguarding' 
children and makes the links with other abusive behaviours, for example bullying, 
that schools are more familiar with. Equally the gendered underpinning of domestic 
violence can be equally facilitated by multi-disciplinary training as well as by the 
concept of whole school development which challenges the inequality of gendered 
relationships within the school system as is inherent in the suggested and 
recommended teaching of SRE and citizenship. The examination of social 
relationships is equally applicable to curriculum development and staff development, 
when considering the effect of their own personal relationships on other teacher and 
student relationships within the professional sphere. The development of crucial 
skills for example assertiveness and communication are equally appropriate to staff 
and students and this can impact on the whole school ethos and the pastoral care 
system. The development of political processes with organisations and agencies 
outside of school to engage and work with others, for example the local Domestic 
Violence Forum, can not only increase the transparency of domestic violence in 
schools but also provide mutually supportive environments for staff which will 
positively benefit children. Additionally the impact of 'extended' schools will 
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reinforce this network. Finally the aspect of 'resource allocation' I would argue 
should be more appropriately re-defined as a 'government priority' as, although 
autonomous, schools are directly influenced by the priorities imposed by central 
government. Although the academic curriculum is the overarching priority, within 
the PSHE and pastoral aspects of school, comparisons can be made with SRE and 
citizenship. It is only since the combined priority of governmental departments has 
focused on the national concern of unwanted teenage pregnancy that schools have 
been influenced to significantly educate about SRE, which has the further advantage 
of support, both in kind and financially, from public health and health promotion 
resources. The renewed interest in Citizenship, which was first introduced in the 
early 1990's, has only been realised by government prioritisation within a wider 
social inclusion and democratic concern. I am suggesting that if domestic violence 
was both recognised and prioritised as an educational, social and public health 
concern, then schools would be encouraged to engage with the issue. 
6: Conclusion 
This chapter has discussed the relationship between the overriding responsibility of 
schools to deliver the national curriculum with other curriculum areas and the 
interrelationship with 'caring' and the pastoral care system and a 'whole school 
ethos'. 
The pastoral care system and the teaching of 'Personal, Social and Health Education' 
(PSHE) and 'citizenship' are sometimes considered to be 'added on' and subsidiary 
to the teaching of academic subjects. Realistically they are embedded and 
interrelated facets influencing the whole school ethos and are central to both 
recognising and supporting children living with domestic violence. Moreover they 
are ideally placed to provide preventative education that addresses gender and other 
social inequality issues and can adapt health education models that have been 
previously used for other social problem and health issues. 
Furthermore this chapter has finally argued that if schools are to be encouraged to 
prioritise welfare and curriculum work to benefit all children but particularly those 
living with domestic violence, then there has to be a greater emphasis on these issues 




Methodoloav and Methods 
1: Introduction 
The previous chapters have explored the phenomena of domestic violence for 
women, domestic violence for children and issues that are relevant to children's 
experience in school. The focus of this study, however, is the groups of people who 
teach and work with children in school and who can influence and make a difference 
to their lives. Additionally, the study considers the responses of other people who 
operate from outside of school, who in different ways can influence children's 
holistic educational experiences and the ways in which they can be recognised and 
supported when living with domestic violence and who can link with schools to 
enable preventative education in school. Although located in a public and normative 
everyday social and educational setting of the school, it is concerned with examining 
a private, often invisible and sensitive area of life of the family. However both are 
arenas concerned with the socialisation and safeguarding of children and influenced 
by controlling and hierarchical domains. 
This exploratory study then incorporates perspectives within a multi-layered social 
world (Mason 1996) of individuals in the public sector, focusing directly on schools, 
and involves pushing out and extending the boundaries of knowledge. 
This chapter will describe the theoretical perspectives informing the research, the 
process and design of the study and research methods. 
This research study commissioned by the National Society for the Prevention of 
Cruelty to Children (NSPCQ and the Domestic Violence Research Group (DVRG) 
at the University of Bristol, was approved by the Economic and Social Research 
Council (ESRQ as a collaborative (CASE) studentship. The collaborative setting 
enriched the study by providing the opportunity for involvement with two 
interlinking but until recently separate research and 'practice based social areas of 
child protection and domestic violence. Furthermore it emphasised the need to 
balance the needs of academic requirements of a PhD (Phillips and Pugh 1996) with 
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those approaches that may be of use to a collaborating body for practice and policy 
developments. 
2: Theoretical Perspectives 
As previously described in Chapter 1, the interrelating of the key areas of interest in 
this study of children, domestic violence and schools are under-researched. On the 
one hand this provides an unlimited myriad of theoretical possibilities and 
methodologies from which to approach a widespread but little recognised social 
problem in relation to the responsibility of an institution and individuals connected to 
it. Alternatively, in order for this study to be manageable within a specified time 
frame and to provide a useful contribution to social science and to benefit children, a 
narrowing of research and theoretical priorities needed to be addressed. The 
gendered relationships inherent in the phenomenon of domestic violence firstly 
suggested an underlying feminist theoretical perspective. Secondly it seemed that a 
qualitative methodology suited the exploratory nature of the study and would provide 
a richer and fuller initial picture of life in some schools that could open up future 
areas of research within differing paradigmatic perspectives. A predominantly 
quantitative study may have produced more generalisable findings of the role of 
school, but in the time constraints may not have also been able to fully address 
contextual issues of multi-disciplinary and partnership influences. Additionally 
during the process of planning and conducting the research I became aware of a 
complementary research study focusing on a national overview of the subject (Ellis 
2003). 
Undoubtedly children are the 'knowers' of their experiences of living with domestic 
violence and how this impacts on their school experiences. Although UK studies 
have only recently begun to consult children within an educational context, there is 
now an emerging body of research that has signposted particular and overarching 
issues (McGee 2000, Mullender et al 2002). By drawing on this research, and my 
previous professional experience within the educational field and by familiarising 
myself with recent governmental education documents, a natural starting point was 
to consider fundamental issues relating to a wider picture of professionals roles and 
responsibilities in schools, so that 'meeting the needs of children' could be 
89 
Chapter 4 
contextualised and addressed within education (Mullender 1999). Mason (1996) has 
suggested that qualitative research is related to an 'intellectual puzzle', the teasing 
out and possible resolution of the puzzle being directly related to research questions. 
As detailed in Chapter 1 the research questions fundamentally address the 
perceptions of respondents in relation to their understanding of the lives of some 
children they teach in school and how they might interact and intervene. Hence the 
prime focus is on professionals who have or may have access to this knowledge in 
relation to their professional (and possibly personal) experience, influenced by their 
attitudes and social and moral values. The puzzle however is not limited to school 
and other actors have an interest in and responsibility for children's lives. The 
research questions necessarily extended to a multi-disciplinary setting that introduces 
interplay between differential professional (and personal) priorities, that was 
expected to provide both similarities and differences. 
Davidson and Layder (1994) comment that: 
Human beings, rather than observing passively or recording events 
neutrally, are selective in their seeing. What they choose to observe, how 
they see and classify and interpret it all depends crucially on their pre- 
existing beliefs about the world which comes either from their theoretical 
perspective, or from the stock of cultural knowledge and beliefs which 
shape the perceptions of members of that culture (p24). 
When seeking to form an informed view of this picture a flexible and interpretative 
approach to who the 'knowers' are and how they use their knowledge has been 
adopted (Guba and Lincoln 1994). Within this paradigm the researcher as primary 
research instrument is additionally an active participant in the research process 
bringing further experiences, knowledge and theoretical perspectives. Included in 
Chapter I is a partial account of my personal journey, which was deliberately 
included to provide an example of the importance I place on reflexivity within this 
study. Self-reflexivity, although embedded in feminist research practice, is also a 
research tool employed throughout qualitative research as a two way process 
particularly ethnographic studies (Becker 1998) and oral histories (May 1997). 
Kanpol (1998) provides an illuminating view of the impact of school and cultural 
influences on him in relation to his chosen educational research sites. 
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This study, in seeking to explore the relationships between the experiences and 
impact of domestic violence for children situated in the institutional context of 
school life, involves a methodological approach which relies on different levels of 
'seeing and not seeing' and interpretation (Oakley 1974). Choosing what to focus on 
and how and from whom has both epistemological and methodological challenges 
and implications. 
Domestic violence is situated in the 'private' sphere of the home, whereas schools 
are public bodies serving a very particular function. Educational respondents' 
perceptions can be variously influenced by a number of factors, including: their view 
of the responsibility of school, their experience and responsibilities within school as 
a hierarchical institution and also by their own personal experiences of a 'private' 
occurrence. The institutional context of school locates the study in a further 
asymmetry of power relationships between teachers, teachers and managers, teachers 
and other school staff, and teachers and students, as well as by wider 
interdisciplinary power relationships. The search for 'truth' in this study is as much 
to do with what is known as how it is known, and who can know (May 1997). 
Starting from the concept that dimensions of gender and power are intrinsic to both 
the private and the public spheres, a feminist research practice has been utilised. 
There have been many debates about what constitutes feminist research, historically 
the creation of knowledge through 'research on, with and for women' (Kelly et al 
1994: 29). Notwithstanding, the process of 'thinking about' (Stanley 1997) this 
study presented an ongoing personal and intellectual challenge. To do research 
which aims to create useful knowledge necessitates asking the question 'Useful to 
whom? ' From the personal perspective of a practitioner, usefulness implies an 
immediacy of practical action and a sense of 'obviousness' (Gage 1993) to influence 
change for children in school, which intellectual theorising is unable to fulfil, at least 
in the short term. In the longer term, producing research to create change may be 
possible, but with no guarantee of certainty. Moreover although carried out by a 
woman, this study is not exclusively on or with women, as it involves researching 
men and women and is located in institutional settings. How can it then be feminist? 
Philosophical debates around truth and knowledge, and power and violence in the 
private sphere are essentially located with those who experience it. French et al 
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(1998), arguing from a feminist perspective, suggest 'the need for systematic analysis 
of apparently personal experience, bringing home the implications of philosophical 
investigation' (p5). The importance of epistemology in this instance is not to make 
the case for a theory for its own sake to compete with 'masculinist epistemologies' 
(Hill Collins 1990), but rather to determine the approach of research. 
(Harding 1987) states that a feminist standpoint is a second stage of a developing 
feminist epistemology and argues that understanding women's lives from a 
committed feminist exploration of their experiences of oppression enables a more 
complete and less distorted knowledge than that produced by men, the 'ruling 
gender' (Maynard 1994). This 'successor science' is intended to positively utilise, 
invert and make visible, the previous male centred orthodoxy of an objective, reliable 
and universal foundation for knowledge, characteristic of an Enlightment view of the 
world. The universal 'view from nowhere' has been deemed by feminists as the 
view from dominant white male westerners; of the last few centuries, silencing and 
suppressing the perspectives and experiences of other genders, classes, races and 
cultures (Strickland 1994). 
The suggestion of an anti-oppressive feminist praxis (Kelly et al 1994) and a 
methodological focus located in 'feminist issues' direct attention to the way 
oppression of women and children is structured and reproduced and how change can 
be affected in practice. This can include involving both men and women (Laws 
1990) in the private and public sphere (Kelly et al 1994, Kelly et al 1999). It 
furthermore affords the possibility of working in a broader context within and 
between institutions, to tease out multi faceted discourses in relation to institutional 
and government policy and practice. 
A criticism of qualitative research is the possibility that a researcher's own view and 
theoretical perspectives will result in subjectivity and bias (Allan 1991) and that it 
should therefore only be treated as a relatively minor methodology (Silverman 2000). 
However Letharby (2003) suggests that although qualitative methodology is 
frequently seen as the only [emphasis in original] way that feminists should do 
research, there are many different approaches that qualitative methodology can take. 
Oakley (1990) reminds us that interviews, as a tool of qualitative methodology, were 
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historically utilised as a masculine method to obtain authorised knowledge, whereby 
rapport was clearly constructed and directed by the interviewer, with the expectation 
that the interviewee will be passive and subordinate. The method in itself is not 
'feminist'. There is nothing unfeminist in qualitative research as such. The way and 
the purposes for which it is used are crucial. 
3: Research Design 
The research was planned to incorporate two local authority areas in the north of 
England, on either side of the Pennines. Both are metropolitan councils of similar 
size, one with a population of almost 440,000 and the other almost 470,000 (2001 
census data), and both with high degrees of deprivation (DETR 2000). Although 
domestic violence affects all classes and socio-economic groups, vulnerability to 
domestic violence is associated with a lack of access to economic resources (Walby 
2004) and it was anticipated that schools and multi disciplinary agencies situated and 
working in deprived socio-economic areas would have a greater experience and 
awareness of children living with domestic violence. Both local education authority 
areas had also begun to develop either domestic violence policy or resources for 
education and schools and one had held a 'Children and Domestic Violence' 
Conference in July 1998. Access to both areas were by personal contact, one by my 
previously having lived and worked in the area and the other by recommendation of 
my (then) supervisor. Additionally although both cities have similar populations, 
one had declined significantly in the last 20 years and in the other the population was 
increasing. There were also significant ethnic, cultural and religious differences. 
One was predominantly white British and Catholic and the other had a significant 
minority ethnic population, originally from the South Asian sub continental countries 
of Pakistan and Bangladesh, whose religion was predominantly Muslim. 
Although having personally contacted key people in both areas, formal permission to 
carry out the research in schools was requested by letter from either an Assistant 
Director or Director of Education. Once agreed a key education linkperson 
suggested schools in each area that might be willing to participate. Each school was 
written to and followed up by a phone call to discuss their interest and then visited to 
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introduce myself and answer further questions. This first stage lasted for several 
months and finally six schools were selected, three secondary and three primary. No 
specific criteria were requested, other than their interest in the research study. 
Schools were not necessarily invited to participate for their 'excellence' in this area, 
but based more on the 'what is' and 'what can be' (Schofield 1993: 208) 
possibilities. Studying the 'what is' exemplifies the typical or ordinary, whereas 
studying the 'what can be' looks to maximising the potential for future trends and 
issues. It was not intended that the results from the data would be generalisible in the 
classical sense of producing laws that can be precisely replicated in other schools and 
areas. Instead it was intended 'that it will speak to situations beyond the one 
immediately studied' (Schofield 1993: 205) and suggest a 'fittingness' (Guba and 
Lincoln 1982). In the context of this study the 'fit' implies the possibility of 
applicability between the concepts and conclusions of this study and those in the 
future. 
It had been anticipated that this initial stage would take careful and sensitive 
negotiation and this was enhanced by the knowledge gained from my previous 
professional experience of both being a teacher and local education authority 
Adviser, which, although it did not entirely ameliorate 'gatekeeping' issues, certainly 
enabled them to be addressed more smoothly. At the time, although this was not 
realised until the areas had been established, both LEAs had recently been subject to 
OFSTED inspections and were experiencing radical restructuring. Despite these 
other extremely pressing priorities, the majority of people involved were all 
committed to the necessity of this study for their local area. 
Once the fieldwork schools had been selected, the non-school based respondents 
were approached. Initially contact was made with the Domestic Violence Co- 
ordinator in each area, which was then followed up by attending a Domestic 
Violence Forum meeting to present the research study. During and after the 
meetings key people were approached and further meetings were set up. Moreover 
additional people approached me requesting involvement and they were either 
included in the interview schedule or invited to a focus group discussion. For those 
key people who were not present at the Domestic Violence Forum meeting contact 
was made either by letter, phone calls or by fiu-ther recommendation from the LEA 
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or Domestic Violence Co-ordinator linkperson. Respondents were thus involved by 
purposive selection or by 'snowballing' and in both areas there was a very positive 
response. The fieldwork took place over a twelve-month period during 2000 to 
2001. 
Once the choice of schools had been decided meetings were followed up with the 
Deputy Head-teacher in each secondary school, in one school in conjunction with a 
teacher with pastoral responsibility, and in primary schools with the Head-teacher. 
Each school was given a copy of the research proposal and once the fieldwork was 
completed an offer was made to facilitate an INSET workshop to feedback the data. 
Unfortunately, due to schools' time constraints and previous training commitments, 
none of the schools were able to do this, although I was involved in co-facilitating 
education based domestic violence training in one area. 
4: Research Methods 
The aims and research methodology determine the data generation techniques, 
strategies and procedures. 'The critical question remains the appropriateness of the 
method to the research questions' (Oakley 1998). To enable a richness and depth of 
data, semi-structured interviews and focus group discussions were employed, in 
addition to a documentary review of the relevant local authority policies and practice 
in each area and school policies, procedures and development plans. 
The fieldwork in schools, in addition to preliminary meetings with senior staff, 
utilised semi-structured interviews. Each school linkperson selected 'relevant' 
teachers, senior management and support staff, governors and professionals having a 
key role in the welfare and support of schools, including school nurses and education 
welfare officers. 
For multi-disciplinary respondents, interviews with key professionals, and with 
multi-agency focus groups who had an educational domestic violence or child 
protection role further informed the perceived and actual role and responsibility of 
schools. The key professionals in education included: child protection trainers/co- 
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ordinators, PSHE Inspectors/Advisers, Educational psychologists and Education 
Welfare managers and fieldworkers. Outside of education, respondents included 
domestic violence co-ordinators, social work managers and children's workers in 
refuges and local domestic violence projects. For relative ease of accessibility the 
multi-agency focus groups were based on the local Domestic Violence Forum and 
included additional respondents from similar agencies to the interview respondents, 
as well as respondents from the police and Home Office funded projects, and women 
who had experience of domestic violence. 
Both the interview and focus group discussion topic guides were piloted and 
amended during the design process. The interview topic guide conducted with a 
Primary school head-teacher who was familiar with the occurrence of children in her 
school living with domestic violence necessitated only minor amendments. The 
focus group pilot had included case study material intended to provoke discussion, 
which indeed it did. However the experience and knowledge of participants, in 
addition to their familiarity with each other, suggested that the two following groups 
would need less additional enabling strategies. In each group ground rules and the 
boundaries relating to confidentiality were established and each group member took 
time to introduce themselves to the group and explain their interest in the study. 
Although all members were familiar with each other and had both professional and 
personal relationships with each other, the process of the focus groups enabled a 
reflexive interaction. This was particularly noticeable with the police domestic 
violence respondents in relation to their educational input into schools, furthermore 
all focus group respondents questioned the noticeable lack of priority afforded to 
children in the Forum definition of domestic violence. It was apparent that these and 
other outcomes were to be taken away and discussed further within their workplaces. 
The data from the interviews and focus groups provided in depth information 
regarding the 'grassroots' awareness of impact on children and young people, the 
current educational responses and the institutional context. This multi-layer 
approach of data generation provided both breadth and depth, in addition to offering 




1: Data analysis 
All the interviews and group discussions were recorded and later transcribed. This 
was found to be a more enabling and facilitative method than note taking. The time 
constraints, particularly in school, limited the interview length and I considered it 
more important to give my total attention to the respondent, to be flexible in my 
questioning and at times deviate from my topic guide. No respondents refused 
permission to record the interview and several commented favourably regarding the 
unobtrusiveness of it. Data transcribing and preliminary analysis enabled minor 
ongoing refinement of the research tools. The formal data collection, together with 
observational data, reflexive field notes and additional data from meetings and local 
policy documents, was subjected to a thematic analysis and theory development 
generation using a grounded theory model (Glaser and Strauss 1967). Thematic 
analysis and interpretation of the varied perspectives in the data suggested 
similarities and differences within and between respondents that could be related to a 
kaleidoscope model. 
Nonetheless I was aware throughout this process of the critique of Stanley suggesting 
that 'people theorize their own experience' (Stanley 1991: 208) and there is no 
guarantee that it will have actually occurred in the way the writer "describes" '. 
However if situated in 'accountable feminist knowledge' it can be open to scrutiny 
and evaluation (Stanley 1997: 216-217). 
2: Additional Considerations 
Due to the exploratory nature of the study I considered it essential to offer 
confidentiality throughout the fieldwork. This extended to individual respondents' 
names and local area, although professional titles would be retained. I was also 
aware that for some respondents domestic violence may be or have been a real 
occurrence for them, either as victims/survivors or perpetrators in adulthood or 
childhood, when the boundaries of confidentiality or support and future use of data 
would need to be addressed. In the eventuality this was not put to the test as 
respondents who disclosed personal experiences limited their disclosures in the 
context of the research questions. What was not anticipated was the use of examples 
of students with whom different respondents were working. During the course of the 
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fieldwork I was able to develop a picture of the differences and similarities of 
children's lives and the varying responses they were receiving. 
Within school, particularly, the time and timing of the fieldwork was particularly 
crucial and teaching commitments and the accessibility and availability of both 
gatekeepers and informants could in some situations have sabotaged the research 
process. 
5: Conclusion 
This chapter has discussed the methodological underpinning of the research study in 
relation to the research process and methods of data generation. The next three 





Locating Domestic Violence in Schools 
1: Introduction 
The next two chapters focus on the analysis of empirical findings of school based 
education respondents, both teaching and non-teaching, and their perceptions of 
children living with domestic violence. They focus specifically on the ways in which 
schools and individuals working in them recognise, support and potentially prevent 
domestic violence for children in the future. 
In Chapter 5,1 aim firstly to provide a context for locating domestic violence in 
schools, by understanding how respondents interpret their various educational roles 
and consequent responsibilities. Handy and Aitken (1995; 2002) identify the 
importance of recognising individuals' perceptions and attitudes towards the various 
values in school of, for example, different subjects and activities and the according of 
equal respect and opportunity towards all students. Building on this foundation I 
question whether the issue of domestic violence, either in the pastoral or curriculum 
domain, is currently something they see as integral to their role. Secondly, I address 
more specifically respondents' own understanding of domestic violence and compare 
the extent of their understanding with their roles and responsibilities. Finally, I 
conclude the chapter by addressing the priority of domestic violence in schools. 
Thus this chapter provides a framework for chapter 6 that examines in more detail 
the overlap between child protection and domestic violence in schools and the 
potential supportive and preventive roles of school. 
As the transcribing and analysis process progressed, it became clear that with a few 
exceptions the phenomenon of domestic violence for children was seen as subsidiary 
to both the role of school and respondents' roles and responsibilities. Moreover, the 
minimisation of domestic violence was a recurring theme throughout the study. The 
overarching priority for classroom teachers was the delivery of the statutory 
curriculum, often leaving insufficient time to accommodate adequately other aspects 
of children's lives. Primary school teachers, however, frequently placed more 
emphasis on the importance of developing relationships with children and creating an 
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environment conducive to learning. Moreover it became apparent that those 
respondents with few or no teaching responsibilities, particularly but not exclusively 
in secondary schools, were more able to prioritise and recognise the relationship 
between the academic and emotional, social and pastoral needs of children in their 
work, sometimes including domestic violence. 
The differences may arise from the current autonomy of head teachers and senior 
management staff to influence their schools' organisational structure, curriculum 
delivery and ethos. Differences may also be related to other 'influencing variables' 
(Dyson and Robson 1999) such as respondents' agency, values and life experiences, 
both personal and professional. This suggests that in addition to the diversity of 
children's home and family situations and their experiences of domestic violence, 
there is also the possibility of inconsistent responses and support that a child may be 
offered in school. 
Respondents' understanding of domestic violence focused more on adults' behaviour 
and less on children and it was noticeable that those in a supportive role had a greater 
and more comprehensive understanding underpinning their practice. 
There are now many individuals in addition to 'teachers' who also relate to children 
in school, whose roles and responsibilities are not always associated or credited with 
the education of children. I have at times deliberately sub-divided the findings 
presented in these next two chapters accordingly: firstly, by sub-dividing respondents 
into teaching staff and pastoral care, management or support staff; and by further 
dividing the 'teacher' section into primary and secondary respondents. 
2: Roles and Responsibilities 
1: Respondents with a 'teaching' role 
1: Who are the teachers? 
School is the social institution second only to the family in its developmental impact 
on children and is a 'potential source of vital educational and social experiences, 
especially for children at risk' (Gilligan 1998: 14). The range of roles and 
responsibilities are expressed by one secondary school teacher as follows: 
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The exam passes in this school are very important, so that's the main aim. As aform 
teacher myjob is to develop the whole student. As assistant head ofyear, looking at 
bullying issues, students who aren'tfitting in with their peers. It's like socialising them 
really into all these different things. Secondary school teacher T&P 
In this study there were four respondents in two secondary schools with a curriculum 
teaching responsibility. One, male, held an additional post of PSHE, Citizenship and 
careers co-ordinator throughout the school, with no associated pastoral care 
responsibilities. In another school, a female newly qualified English teacher taught 
throughout the school. Two other female teachers were responsible for co-ordinating 
special needs (SENCO). Although holding the same title one also taught English as 
a second language, literacy and a 'Skill Power Course'. All four are referred to as 
teachers (T). ) 
In the third secondary school two female teachers also described themselves as 
teachers, but also held pastoral responsibilities. One, a health and social care teacher 
was also a form tutor at year 11; another, a PE teacher, year 7 form tutor and 
assistant head of year 7. They are referred to as teacher and pastoral (T & P). Two 
other respondents, whose pastoral care responsibilities took priority over their 
teaching times allocation, are referred to as pastoral and teacher (P & T). One, a 
female English teacher, additionally had such a newly created post that it 'did not yet 
have a title', but combined supportive work with vulnerable students, liaison with 
feeder schools and co-ordinating looked-after children and young carers in school. 
The second, male, who described himself as 'not like a real teacher' and 'not a 
proper member of staff, was manager of the learning support unit and had worked 
with children with emotional behavioural needs for over twenty years. 
Even with such a small number of 8 predominantly 'teaching' respondents from only 
three secondary schools, it is apparent that in addition to a subject specialism the role 
of secondary school teacher can be multi-faceted, relative to experience, and 
responsibilities can vary significantly between schools. Additionally, although 
PSHE, Citizenship and pastoral care have been referred to independently, these areas 
frequently overlap and have implications for the 'whole school ethos'. In two of the 
schools the tutorial (as part of the pastoral structure) system incorporated designated 
weekly lessons teaching PSHE and Citizenship. In another school, two teachers 
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were responsible for teaching PSHE and Citizenship throughout the school, with the 
co-ordinator of PSHE holding no pastoral care responsibilities. PSHE and 
Citizenship are the curriculum areas most frequently referred to where issues of 
domestic violence may be incorporated and, depending on organisation, definition 
(NFER 2004), pedagogy and content (see Chapter 3), could also be where children 
living with domestic violence may be recognised and supported. 
The selection process for secondary school respondents for my study can be 
accounted for partly by the allocated numbers of people to be interviewed in each 
school and partly by the perception of the school link person. This was usually the 
deputy head teacher, who decided that subject teachers would be less likely to have 
an awareness of and relationship to the research focus of domestic violence. This is 
understandable in a secondary school, where the larger staff group divided into 
academic departments and teacher's availability is determined by the timetable and 
after school commitments. Most of the teachers 'selected' were female, either 
currently or previously having classroom experience in the 'softer' curriculum areas, 
for example English, Performing Arts, PSHE and either by default or intention had 
incrementally taken on pastoral, children with emotional and behavioural difficulties, 
or SENCO responsibilities. 
The selection of 4 primary school teaching respondents by head teachers (all female) 
afforded greater uniformity across the two key stages. Also, in one of the schools a 
deputy head-teacher responsible for pastoral care and child protection has been 
included in this category, as she additionally held a full teaching commitment. 
However irrespective of any formally assigned responsibilities, all primary school 
respondents exhibited an assumption that their role combined both teaching and 
pastoral or social and welfare care responsibilities; finthermore that teaching the 
curriculum was not possible without having a holistic awareness of children's 
backgrounds. 
The resulting list of respondents as selected by a senior member of staff is significant 
in already suggesting that the role of primary school teacher varies from that of the 
secondary school teacher. It presupposes an involvement and knowledge of 
children's lives that extends outside of the curriculum and that those secondary 
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school teachers not selected will have limited time, knowledge and possibly interest. 
Those respondents perceived to have knowledge in the secondary sector are 
predominantly female, concerned with a caring, welfare and pastoral domain and less 
'important' academic curriculum areas (Riley 1994). However most of these 
selected respondents had progressed from subject teacher status over a number of 
years within the same school and in addition to knowing children also knew and held 
views about other teachers. The data was then at times amplified by incorporating 
other teachers in the school, through the selected teachers recounting their 
perceptions of other teachers' attitudes and values. 
2: Teacher or Social Worker? 
This terminology was derived from responses to the questions 'What is your role? ' 
and 'What is the role of schoolT Both of these questions came at the beginning of 
the interview and were included both to enable respondents to be at ease and also to 
find out their professional standpoint on education. There was considerable overlap 
in their responses to both questions. Further questions relating to domestic violence 
followed. 
Although it was specifically secondary school respondents who introduced the 
dichotomy, referring to a perceived divide between caring responsibility, all 
respondents, to varying degrees, conceptualised 'caring' as inherent to a teacher's 
role. 
Teachers and education workers in schools are ideally situated, through their daily 
contact and relationships with their students, to have a holistic awareness of those 
children in school living with domestic violence. Furthermore school is a powerful 
institution in the social development and protection of children and the teacher is the 
professional with most contact with children (Gilligan 1998). It could be argued that 
teachers in primary schools are in a more privileged position to 'know' their pupils, 
through continued daily classroom contact, greater links with 'parents' and the 
intrinsic dependency need of younger children with significant adults. Alternatively, 
secondary school teachers are more likely to be familiar with children's academic 
progress in relation to their specific subject area and to have much less contact with 
their parents, usually limited to meetings with parents of 'problem children', parents 




Some days it's containing and some days you actually teach them. Head-teacher 
Primary school 
This quote exemplifies the dilemma that all of the 5 primary school teachers 
experienced. Compromises were made between effectively delivering the 
curriculum to meet market driven attainment targets and developing an 'ambience' or 
caring school ethos, where children actually wanted to be or could be encouraged to 
stay and be educated. In all three schools there was considerable overlap between 
the priority of meeting national curriculum requirements, developing children's 
personal and social skills and providing a school ethos incorporating the diversity of 
social needs that children brought to school with them: 
... you are therefor the social side of the children as well ... as things are progressing, 
the social issues are becoming greater than they ever used to be, children are coming in 
quite differently as to how they did a few years ago. We have a lot more personal, 
social development to do with children. KS I tcacher 
Primary school teachers more readily identified social needs over health needs and, 
significantly, subdivided children by referring to them as members of various 
homogeneous groups (Franklin 1986), albeit groups with diverse needs. These 
included the identification of children with 'special needs', by achievement, age, or 
sometimes as 'bullies'. It was almost as though children came in genderless 
packages, with the notable exception of boys' behaviour. 
High on intent but low in capacity? 
There was a recognition that by offering 'personal and social development' all 
children would benefit, but it was particularly so for those with diverse social needs 
and family backgrounds, especially 'these children [who] come from this type of 
home'. However, little PSHE 25 was deliberately included in the formal curriculum, 
instead occurring informally and reactively when deemed necessary. Similarly Lang 
in 1988, just before the introduction of the national curriculum, discussed the 
'deficit' model and the 'taken for grantedness' aspects of personal and social [health] 
25 The tenninology given to this area of school life has varied historically and between schools. It has 
variously been called: pastoral care, personal and social developmentý health education and personal 
development personal and social education and currently personal social and health education 




education in primary schools, arguing instead that it should be at the centre of 
everything that is done and for all children (Lang 1988: 2). 
In two of the primary schools large proportions of children were from families where 
English was an additional language and many mothers predominantly spoke Urdu. 
Additionally, class groups of over 30 presented organisational difficulties when there 
were many children with special needs ý- both behavioural and educational. 
The social role of the primary school teacher was interpreted as both longitudinal and 
expansive. It was considered important to enable the development of individual 
children, from a very early age, to be adults and by so doing form children as 
rounded, competent, confident human beings. Delivering the academic and formal 
curriculum ran concurrently with the informal development of positive self-esteem. 
There were many examples given of how this was done, for example one teacher 
stated: 
... we reward them with stickers, certificates etc. Anything that will make thenifeel that 'I'm achieving here, I've got something good that's going on in my life and they feel 
happy to come to school'. 
Other strategies like 'circle' time were used to raise relevant issues for children, by 
providing 'listening' situations. Creative subject areas, for example art and design 
technology, were used for children to 'bring out any feelings'. Despite the flexible 
and creative approach, PSHE was very much an 'as and when' pedagogy and 
although all perceived it to permeate the school, there was little evidence to suggest 
that it was planned and structured (Marland 1980, Lang 1988). The limited time 
available to sit and talk with children, prohibited by the heavy load of the curriculum, 
was of concern to classroom teachers, although head-teachers were more able to take 
on this responsibility. They could, for example, 'disapply' children from the 
curriculum in order to build up trust with a significant adult, or invite children into 
the head teacher's room for 'a chat, a special time', contrasting with secondary 
schools where students are more likely to be withdrawn from their classes by more 
senior staff for disciplinary measures. For almost thirty years advocates of 
developing PSHE as a deliberate and planned component of both the informal and 
formal curriculum, have argued that it is too important a dimension of life to be left 
to chance, or to be only appropriate to specific groups of children (Pring 1984, Lang 
105 
Chapter 5 
1988, Marland 1980,2000). Value systems and socio-economic status frequently 
vary between teacher and taught and it is all too easy to try to adapt children to a 
different 'better society' view without having a whole school approach that all staff 
have contributed to (Lang 1988: 9). Rather, Best prefers it to be seen 'as completing 
an education which is stunted by a conventional curriculum limited to the academic 
subjects' (Best 1999: 22) (Chapter 3). 
Another common theme was the imbalance between the expressed need and desire to 
'know' children and the practicalities of carrying this out. I had a sense of quandary 
from the primary school respondents, who obviously strove to nurture 'their' 
children (David 1980), but who were limited in their availability and level of skill to 
respond appropriately. Instead children were passed on to others, either those with a 
less heavy timetable in school, or for support by classroom assistants and sometimes 
agencies outside of school, for example Educational Psychologists (see Chapter 7). 
Although many teachers wanted to do 'their best', they presented a picture of being 
de-skilled and lacking in training when trying to cope with large numbers of children 
with diverse problems. 
Setting Personal Boundaries 
A predominant theme throughout the research was the distinction made between 
being 'a good caring teacher and somebody who just teaches' (Hargreaves et al. 
1996). Specifically, one respondent defined a teacher who only concentrates on 
education as having 'lost the ploW This clearly presents a problem for those in more 
socially and economically deprived areas that have not 'lost the plot, or do not see 
their responsibility as 'only teaching', but still are required to improve attainment 
targets. Despite the concept of inclusive education for all children being high on the 
education agenda, some teachers were struggling to allocate time for all their many 
curriculum responsibilities. It also raises a question about the understanding of 
'education'. In this context it translated as didactic teaching. 
For one teacher, however, there were very clear boundaries constructed of teachers' 
responsibilities as '... at the end of the day we're only here to teach them' (deputy 
head with child protection responsibilities) (Desforges 1995). By demonstrating an 
individual decision-making process, prioritising the task of teaching and 
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acknowledging boundaries, this teacher challenged the 'whole school approach' 
concept. Moreover it also represents a realistic dichotomy relating to teacher and 
school role and responsibility very relevant to this study. Teachers, as well as 
children, may be represented as a homogeneous group, but it is already evident that 
they also are different, even those with similar roles. They are at different points in 
their lives, careers and experience and 'see' and interpret differentially 
responsibilities allocated to their roles. For some their responsibilities are limited to 
within the school gates. Others who prefer schools to be a community resource may 
paradoxically be limited by their teaching commitment. 
Does domestic violencefit? 
Despite primary school teachers suggesting that 'knowing' children was necessary to 
underpin their teaching and although all had experience of children in their classes 
living with domestic violence, it was explained as 'knowing about them'. For one 
teacher (SENC026), children living with domestic violence had 'only figured in a 
very small way, but she also felt that it didn't reflect the true numbers. Similarly a 
teacher with child protection responsibilities would respond to a child living with 
domestic violence if she was 'aware of it'. The knowledge of the occurrence of 
children in their school living with domestic violence however was minimised, with 
the responsibility clearly placed on the child to inform teachers (see Chapter 6). 
Since 'circle time' had been introduced, this responsibility had been partially 
realised, as it was reported that this was a time where children could talk about 
difficult issues. However the ability to ensure teachers were aware was also 
influenced by a child's own perception of domestic violence and being able to 
'name' domestic violence (Kelly 1988). If domestic violence was a 'normal' 
occurrence, that is one they had grown up with and that occurred frequently, the 
likelihood of a child perceiving a reason to talk about it is problematic, even more so 
when it might be understood by children as a taboo or stigniatising subject. Even 
though younger children may more easily talk to adults about their problems, there 
are many 'barriers to telling' (Featherstone and Evans 2004). Furthermore if a child 
is not obviously physically abused, but exhibiting 'difficult' behaviour, it is more 




Although there was minimal knowledge about particular children living with 
domestic violence, there was more knowledge pertaining to families experiencing 
domestic violence. Although primary school respondents emphasised the necessity 
and benefits of parent/school partnerships, the emphasis was on improving children's 
learning (see later). It was as though domestic violence was out there somewhere 'in 
the air', but not something they should do anything about or even knew what to do 
about. Apart from the 'atrocity' situations (Humphreys 2000), the issue of domestic 
violence was subsumed into other more pressing, immediate and visible concerns 
that children had, remaining hidden until another family suddenly left the area, or a 
new child came to school from the local refuge. The osmosis effect of transference 
of knowledge was very much based on 'playground' talk, rather than any formal 
exchange of information between practitioners, either in or outside school. 
Nonetheless in some situations children were occasionally 'picked up' as a 
consequence of non-attendance or noticeable changes, particularly physical or 
behavioural. 
One of the primary schools was close to a refuge and these respondents had a greater 
awareness of knowing some children who were living with domestic violence and 
'who they were', although it was something they had been told. 
This distancing from what was perceived as a private and personal space 
(Featherstone and Evans 2004) for children and their families was also apparent in 
the curriculum. Although delivering PSHE was both implicit and occasionally 
explicit, approaching 'difficult' areas was reactive rather than proactive, by 
responding to children or even, with the best of intentions, providing distractions. 
This approach contrasts with some children who, not always able to talk about 
domestic violence at home, have identified schools as places where they would like 
to do so and for it to be acknowledged in the curriculum (McGee 2000, Mullender et 
al 2002). Although some children in this study were offered the opportunity by some 
head-teachers 27 to talk about it, only a few, often with the most pressing or visible 
problems, were able to access this. Many children living with domestic violence, 
experiencing emotional abuse, may consequently be lost and unnoticed. 
26 Special Educational Needs Coordinator 




The majority consensus of the 8 secondary school 'teachers' was that the role of the 
school and the role of the teacher are constantly changing. Wrigley (2003) supports 
this view, suggesting that educational changes have been driven by concerns about 
school effectiveness, which has resulted in the need to: 
... 'teach to the test', and crucially in the inability to respond creatively 
to the complex educational needs of children from more troubled 
backgrounds (Wrigley 2003: 102). 
Secondary school respondents placed greater emphasis on changes emanating from 
structural and academic externally government imposed education initiatives and 
health related issues, particularly drug use and sexual health related concerns, but 
also bullying and child abuse (see Best 2000 for a similar list). For several 
respondents the external imposition of seemingly increasing education initiatives was 
a source of displeasure, frustration and frequently stress. Instead they preferred to 
implement smaller school and community identified projects. In contrast to primary 
schools, the emphasis was on health issues more directly related to children and their 
transition to adolescence and adulthood. Interestingly, the health issues resonate 
with government funded health concerns having interdepartmental responsibility 
between the Departments of Health and Education. Drugs and Sex and Relationships 
Education (SRE) are both recommended PSHE curriculum issues and where 
structures and strategies external to the school have been established, for example 
Teenage Pregnancy Units. In addition to recommendations, targets and guidance, 
there is the possibility of external funding and currently the opportunity to become a 
'health promoting school' through the National Healthy Schools Standard (NHSS). 
The plurality of change factors that schools are implicitly affected by and also 
provide funding, I will argue later may prove to be significant to the recognition and 
delivery of domestic violence education in schools. 
Roles or responsibilities? - developing a continuum. 
Notwithstanding externally imposed changes, the overarching perception of 
fluctuating roles was directly related to the responsibility respondents took for 
supporting children with their increasing health and social needs. For those with 
multi-roles, their standpoint regarding how much responsibility they were willing to 
take to enable their students to deal with them fluctuated, depending on 'which hat 
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they had on'. Some teachers holding similar roles but in different schools prioritised 
different responsibilities. 
There was an emerging discourse of a very clear separation of being a 'teacher' or 
4not a social worker', to being more like a 'social worker'. The meaning of 'social 
worker' was not clarified, but related to the priority allocated to caring for children in 
addition to and sometimes beyond their academic needs. A continuum was 
developed to examine the relationship between role and self perceived 
responsibilities (see Fig 1). 
TEACHING AND PASTORAL RESPONSIBILITIES 
'Teacher' A ---------------------------------------------------------------- Po- 'Social Worker' 
As PE teacher (P&T) As form tutor As assistant HoY 
SENCO MA ---------------------------------- 
10- SENCO 
28 SENCO(T)4 ---------- 0- SENCO 
As Health and social care teacher As PE teacher (T) 
and as form tutor (T&P) 
Other teachers 
English teacher (T) 
PSHE coordinator (T) 
Counsellor and 'not like 
a real teacher' (P&T) 
English teacher (P&T) A --------------------------- Counsellor ------------------------------ 
0- Job with no title 
Fig 1 Roles and responsibilities of 'teaching' respondents 
At the 'social worker' end of the continuum, a SENCO (T) described herself as a 
'big mummy', who was perceived by students as a pastoral member of staff and by 
herself as 'less of a teacher nowadays and more of a social worker. Almost at the 
other end of the continuum, fluctuating between the centre and the 'teacher' end, was 
28 SENCO throughout this study refers to Special Education Needs Co-ordinator 
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a teacher, also a SENCO, who prioritised. a child centred approach over delivering 
the curriculum suggesting: 
Well obviously that is what Government would say we're herefor [curriculum delivery]. 
I think we're herefor the betterment ofthe whole child And i(we can get them through 
the national curriculum then all well and good T. 
Later limiting responsibility to dealing 'with purely the learning, the child's learning' 
and despite acknowledging that home life could affect children's learning, she 
distanced herself from recognising that she may have a responsibility on how that 
might impact on the students she taught. 
Staying at the 'teacher' end another respondent, although knowing that some 
children she taught had difficult home circumstances, perceived the students' 
concerns as almost a hindrance to her role of health and social care teaching: 
I think the days where you could go to your classroom with whatever topic you're 
teaching and teach it have gone. Have gone with all the other problems and things 
schools are expected to be involved with. T&P 
The boundaries between herself and the students she taught resonated with another 
respondent's perceptions of some teachers who passed on or abdicated any additional 
(to their curriculum) responsibility (Desforges 1995): 
Some teachers wouldn't dream of going anywhere near it [pastoral care]. 7 don't get 
paid, not trained. Other people, who almost invite, some people have the personalities 
where kids can talk to them. P&T 
Despite this clear delineation of role and responsibility, there was an implicit 
understanding that being able to teach some children was associated with providing 
an extensive pastoral and support network, but for one PSHE teacher was to be 
delegated to 'others': 
I don't havepastoral responsibilities, so I don't get involved on thepastoral side. PSHE 
T 
This school ran an excellent pastoral care system, but this was very clearly separated 
from the curriculum for this respondent. Others in the same school who had 
additional pastoral care responsibilities alternatively incorporated PSHE issues into 
their teaching. This had occasionally included domestic violence issues, although it 
was more likely to focus on related sexual health issues, such as sexual harassment, 
or under age prostitution and drugs education. Where a drama domestic violence 
project had been initiated a school governor (see later) had suggested it and also 
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suggested a source of funding. Additionally, there had been some domestic violence 
training carried out in the school by the LEA child protection co-ordinator and 
worker from a local domestic violence project (Chapter 7). 
Another respondent (in the same school), working solely with children with 
emotional and behavioural difficulties, described himself as not like a real teacher 
but as a counsellor, suggesting more personal one-to-one work with students. 
Although he also worked closely with students' parents, the issue of domestic 
violence was underestimated as 'not a big deal'. 
All 'teaching' respondents had an awareness of the plurality and interdependency of 
pastoral and curriculum responsibilities. Although pastoral responsibilities were 
either designated to others, or to varying degrees undertaken, there was a sense of 
segregation, which was rejected/abrogated by the next respondent. Her role was 
clearly demarcated into teaching and pastoral, but she had successfully unified all 
components, additionally integrating 'herself into her role. This embodiment was 
noticeable in another respondents, but was less succinctly expressed: 
I don't know whether you could say it's in me because students sometimes say 'we never 
used to be able to talk like this to the other teachers. So I know there's something in 
me that makes it OKjor them to say that 'I'm not going to be shocked. P&T 
This respondent, whilst not in a senior pastoral care post, had been in 'pastoral 
positions for a long time'. She also took responsibility for creatively including 
6contentious' issues into her academic role. Moreover, she held an overview of 
'vulnerable' students throughout the school and had devised a system of tracking key 
students via heads of year. This had been developed partly in response to social 
services requiring more detail from schools following a third party referral and partly 
to follow through 'transition' information from feeder primary schools. The 
transition time between primary and secondary school is currently identified as a key 
and crucial time for children and for maintaining levels of attainment (Hargreaves et 
al 1996, Segen and Kerr 1999). Changing schools is also a crucial time for all 
children (Sparkes 1999), particularly those living with domestic violence who may 
miss considerable amounts of schooling and need to change school several times 
(Kahn 2003), not only between years 6 and 7 (Chapter 2). 
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Time and responsibility 
The relationship between time and role was one variable factor in explaining 
differing responses. Firstly, duration and experience of teaching was influential 
throughout the continuum. Some long-standing teachers used intuition and 'gut 
feeling' to inform and justify their quality of relationships with children. They did 
not support this with either a theoretical framework or evidence of professional 
training, but contrasted instead with newly qualified teachers (NQTs) who were 
perceived as 'inexperienced' teachers needing to prioritise curriculum related 
expertise and usually not given additional tutor responsibility. However, many of 
these 'experienced' teachers had received scant child protection training, they 
adopted a 'family problem' model and were inexperienced in child protection 
situations, compared with NQTs who may have had relevant training as part of their 
PGCE requirements (Baginsky 2000). 
Another respondent attributed the 'teacher' role of others to administrative tasks, 
negating the possibility of any time left for anything other than teaching: 
The time factor, the paperwork, schools have lost something, teachers have become 
people who teach. P&T 
This contrasted with another 'teacher', where time was found to accommodate 
children who needed to talk: 
I spend a huge amount of my day talking to children about problems, all break 
and lunchtime I have kids at my door. Not just about domestic violence, but 
other things as well. P&T 
Thirdly, for another respondent, time was associated with a past purely 'teaching' 
role of PE. Teaching a non-academic subject was equated with a more affective and 
caring responsibility. Teaching a subject with increased academic status through 
accreditation (health and social care teacher) conversely was dissociated from 
ccaring': 
I worked in the PE Department and that's a different kettle offish altogether because 
we look erm ... not that we obviously stare at the children but would say to a child 'How did that happen, what didyou do to yoursey'there? ' T&P 
This teacher had inverted the time/experience relationship, justifying 'gut feeling' 
and replacing it with an academic/non-academic hierarchical relationship. Moreover 
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by fragmenting her role, she was in direct contrast to the respondent who purposely 
interrelated affective and cognitive responsibilities. 
Does domestic violencefit? 
There was a noticeable variation in respondents knowing of children living with 
domestic violence, reflecting their position on the caring continuum, with most 
staying at the 'teacher' end. This ranged from not knowing any students 'but I would 
guess it goes on' (T&P), to 'domestic violence is the biggest part of what we're 
dealing with' (P&T). It could be that domestic violence, not always perceived by 
some teachers as a priority issue, is subsumed into other more immediate problems. 
For example, although a teacher with SENCO responsibilities initially responded that 
she had not had a student 'suffering from domestic violence', when questioned 
further remembered that she currently knew a student, but it was a 'drug related 
problem and the problems that family have got are absolutely horrific'. The teacher 
with most responsibility for all vulnerable students in her school could be expected to 
have most knowledge, as students were 'passed on to her'. However the extent of 
her knowledge was not matched by the accumulation of other teachers' assessments 
from the same school. This suggests that even though students may have been 
passed on for other reasons, without the opportunity to talk domestic violence may 
not surface: 
So that's all come outftom this little chat, this boy's chosen to tell me. P&T 
These situations reflect research with other professionals (Hester and Pearson 1998), 
when domestic violence was proactively (and appropriately) asked about (see 
Chapter 2) and reiterate the point that children want to know they can trust adults 
(Featherstone and Evans 2004) before they can talk about their experiences of 
domestic violence. 
A fin-ther crucial issue influencing knowledge about children's circumstances is that 
of confidentiality. Many respondents were equivocal about boundaries of 
confidentiality, some symbolically connecting knowledge with power. Others 
respected the child's right to confidentiality, only informing those who 'need to 
know', without having clear guidelines or policy. For one, children living with 
domestic violence was seen as not the school's concern but the family's, thus 
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confidentiality was not an issue, and other agencies, for example the youth service, 
would be better placed to intervene. 
Teaching about domestic violence had in all schools, to some extent, been 
incorporated into the curriculum, although this was either as a 'big push' or at the 
suggestion of non-teaching others. In one LEA a drama advisory team had been 
funded to work with both primary and secondary schools around issues connected to 
'violence'. In the other LEA a school governor had been instrumental in suggesting 
and authorising funding to develop a drama production. Related issues, for example 
bullying, child abuse, or sexual exploitation29, were informally and reactively 
incorporated into a few academic subjects, noticeably by the teachers who were at 
the 'social worker' end of the continuum. It was not an issue intentionally planned 
and incorporated into the PSHE curriculum, nor was it a part of the Healthy Schools 
Award in any of the schools. (Chapters 3 and 7). 
3: Promoting the linking of home and school? 
Primary Schools 
Domestic violence implicates all members of the family across generations and it is 
not recommended to separate out children's needs from mothers. The influential 
Plowden Report, reporting on primary education and the transition to secondary 
education, suggested the hypothesis that 'by involving the parents, the children may 
be helped' (Plowden Report 1967 Ch 4). Although the emphasis was on the 
interaction between parental attitude and children's academic performance, Sharrock 
writing in 1980 demonstrated that the expectation for research into the relation 
between these two areas had been disappointingly sparse (Sharrock 1980). Twenty 
years on there is more research evidence to suggest home school partnership is a 
good thing, but making it a reality is more problematic (Caddell et al 2000). 
Alongside the drive for school effectiveness more evidence based practice has 
suggested that the parental/family dimension is a powerful and key 'alterable 
variable' (Dyson and Robson 1999). 
29 The National Plan for Safeguarding Children from Commercial Sexual Exploitation (DoH et al 
200 1), clearly acknowledges a link between domestic violence, sexual exploitation, vulnerable 




All of the 3 primary schools in the study were involved with at least one of the many 
'parent' government initiatives, in addition to locally funded projects involving the 
social and further education development of 'parents'. VA-Iilst extending their role of 
curriculum delivery, primary school teachers had developed collaborative learning, 
social and relationship skills opportunities both between children and between 
children and 'parents', from a very early age, overlapping with their 'social 
development' role: 
... it's very much teamwork between home and school, and even in terms of the 
teaching. A lot of the curriculum work I do involves the parents either in school or at 
home, or on visits together or shared activities together. Early years teacher 
In one primary school two-year-old children and their parents were encouraged to 
join the toddler club in preparation for entering the nursery. By using such strategies 
teachers can develop a more intense and extensive relationship with pupils and their 
families, particularly those with early years or 'parent involvement' responsibilities. 
Thus 'knowing' the child can blur into 'knowing' the 'parents' and families: 
She knows thefamilies in the area and she knows quite a lot about them anyway before 
we even start. Priniary teacher 
However what is known is sometimes not wanted to be known as another respondent 
considered 'I think you can know too much sometimes', resonating with reports of 
other schools who have regarded too much parental presence within schools as an 
intrusion (Wolfendale 2000). This suggests that the degree of parental involvement 
is dependent and controlled by teacher's boundaries to accommodate their own and 
the schools fluctuating needs, and can lead to marginalisation of some 'parents' 
(Dyson and Robson 1999). Although accommodating the 'parental involvement' 
role imposes many more curriculum development demands on teachers, there is also 
concern that 'parents' are utilised as 'junior' partners and indicates a one way 
relationship (Caddell et al 2000). This unequal reciprocity furthermore was 
presumed by some respondents to be predicated on a 'deficit' family model, that in 
some circumstances did not always match up to schools expectations as for an early 
years teacher '... we've got to be careful not to negate everything that comes from 
the home'. 
Although involving parents in the life of the school can be mutually advantageous if 
negotiated, and is inclusive of all parents/carers, it is likely to be counter productive 
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when lifestyle and socio-cconomic, class and cultural 'differences' arc nullified. 
Okin and Reich (1999), when discussing the interrelating role of schools and families 
in moral education, contend that the structure, organisation or environment of the 
school is pivotal to moral development in children. Furthcn-nore schools: 
... arc ideal locations for students to be exposed to and 
interact with 
others who bring with them competing and perhaps conflicting values 
[from the home] into the classroom (Okin and Reich 1999: 295). 
The enactment of parent/school partnership role can be a precarious balancing act in 
the context of teacher's multi-faceted educational and social responsibilities when 
expectations frequently tilt in favour of non-native educational values and attitudes 
against children's home circumstances. 
Gender andparents 
The 'parent' however who was most likely to be involved and also expected to be 
involved with school life was 'Mum' whose participation depends on availability and 
time (Caddell et al 2000), during the school day. David (1980) criticises the 'familial 
ambiance' of school and its impact on girls and women both in the private and public 
spheres; in a later study, arguing that: 
[D]espite the enormous amount of research evidence about parents' roles 
in education ... little of it has differentiated between mothers and 
fathers 
(David 1993: 158). 
Furthermore she contends that UK public policy debate on changes in family life has 
rarely been related to that of children's schooling, educational performance or 
educational reforms (p190). Instead the importance of home school links has been 
predicated on the notion that it is a 'good thing' that would lead to more effective 
and educational performance of children. Arguments used by both right and left 
political parties focused more on the moral decline in family life and how to stop it, 
without looking at how the changes in family life affected the role of the family in 
the child's education experiences. Over the last decade there is a richer source of 
international and UK research studies investigating the consequences of living with 
domestic violence on children's schooling and educational Performance than David 
(1993: 199) found. Notwithstanding there is still scant evidence to demonstrate that 
educational reforms have taken this phenomenon seriously, rather the opposite. 
David suggests by drawing on a variety of research evidence documenting the 
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complexity of family worlds, specifically of women's lives as mothers, that 
involvement in the daily work of school is extremely difficult (David 1993: 202). 
Furthermore the analysis of this study is illuminating the difficulties not only of 
mothers practical involvement in supporting school, but if the mother herself wishes 
for a more reciprocal and supportive relationship, then it is possible that some 
teachers may find that problematic. 
The concept of 'in loco parentis' was a further recurring theme offering alternative 
trajectories and dimensions to the implications of parent/school partnership: 
You're in loco parentis, when the children are here you're their parents substitute. It's 
a different situation because you don't mollycoddle them and ... we've got other 
children to see to. But at the same time you're the person they should trust in school, 
and so if there isn't a good relationship between the adults then the children can't 
transfer that trust. Early years teacher 
In relation to schools and education it has most often been related to discipline and 
physical punishment (Newell 1972 cited in Shaw 1981) and negligence (Wenham 
1999). More recently it is utilised in Sex and Relationship Education Guidance 
(2000), to reassure parents: 
... that the personal beliefs and attitudes of teachers will not influence the 
teaching of sex and relationships education within the PSHE framework 
(WEE 2000: 25). 
Shaw, offers an alternative ideological discussion located in the patriarchal authority 
of state education that appeals to '... an apparent consensus of how good and 
reasonable parents should behave' (Shaw 1981: 188). This analysis begs the 
question of how children's experiences of living with a role model who is an abusive 
parent and partner relates to teachers as a 'parent substitute' aiming to develop trust 
between significant adults and adults and children. Some reworking and questioning 
of the parents' school contract may be required and devolves a greater school 
commitment to reciprocally agree on the degree and type of parenting it is offering to 
do. Schools and teachers are committed to developing home school links, suggesting 
greater involvement and commitment from mothers, of whom many may be 
experiencing abusive relationships and who in practical terms may be curtailed - 
physically and/or emotionally from involvement. How are significant adults in 
schools prepared to enable mothers to participate? Secondly if she does and is able 
and/or needs to seek solace and help, will it be readily available? Thirdly whose 
118 
Chapter 5 
parental responsibility is the school accepting? Is it a similar patriarchal and 
controlling responsibility that expects children and their families to acquiesce to 
school norms, or is it one that can provide alternative role models and an education 
that creates a conducive environment promoting self esteem and an appropriate 
moral and values system? 
Secondary Schools 
There was less mention of relationships with parents for this group, suggesting that 
they were of minimal concern to their role, as teachers 'focus on the students'. 
However when parents were mentioned it was often in negative terms. Secondary 
school teachers were likely to have a less close relationship with parents on a daily 
basis, and one that possibly had deteriorated rather than developed: 
I can see more and more evidence oferm ... parents not really taking a great interest in their children's general well being and certainly not interested really in what the school 
is doing. SENCO T 
For SENCO teachers, communication with parents was vital for review meetings and 
new codes of practice. However, similarly to some primary school teachers, blaming 
parents, and 'encouraging' parents into school with for example social events and 
4parents as educators' courses were premised on teachers and schools needs. Rather 
than perceiving parents as being frightened of school or feeling "inferior', their 
inaction was translated as apathy. Not only were 'parents' to be blamed for their 
own 'unauthorised absence' they were also likely to be individualistically blamed for 
students problems: 
I think it's out there, parents need educating erm, ... You could go on forever, it's very frustrating, but I think a lot of it comes from the family. T&P Health and social care 
teacher 
More positively, one teacher was sure that if a family requested support then it would 
be available from more senior pastoral staff. Additionally there were more 'caring' 
teachers, who were less likely to distance themselves from their pastoral and social 
roles. One such teacher related homes 'reminiscent of Dickensian England', where 
parents were perceived to be doing their best, 'but just aren't getting it right'. This 
teacher holding an alternative, but still patronising, view of children's lives could 
still empathise with other 'staff who were frustrated by children's problems and 
behaviour and mediate between the two. 
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However when probing further, for many respondents, it was again mothers not 
'parents' who were culpable, by presuming that 'Mums' were responsible for 
ensuring that children were on time for school, had slept in their own beds the 
previous night, had been given breakfast and were appropriately dressed and 
equipped: 
And I thought 'those poor little girls'. they've got to get themselves up for school, 
Mum's not up to do their breakfast or to make sure they're out on time SENCO 
Secondary school 
Schools nurturing, caring and 'in loco parentis' role and responsibilities did not often 
transcend the school gates or question traditional gendered concepts but placed social 
and health education responsibilities on to individuals outside of school, 
predominantly mothers. 
Although the concept of parent school partnership was familiar to all teachers, it was 
predominantly primary school teachers and those secondary school teachers whose 
teaching or pastoral role necessitated involvement who most regularly engaged with 
it. For all teachers a non-gendered perception of parents was interpreted as a 
responsibility on mothers to engage with school life and frequently to initiate their 
participation. Furthermore mothers by default were expected to take responsibility 
for their children's behaviour and problems. For primary school respondents the 
child was contextualised within the family, for secondary school respondents the 
child and the family was more separate. Either situation places mothers and their 
children living with domestic violence in a precarious position. Although teachers 
knew a few children living with domestic violence, this was likely to be minimised 




2: Respondents with a pastoral care, management or support role 
1: Dealing with all the messy bits? 
Most of the pastoral care staff interviewed held this role jointly with a curriculum 
responsibility. In secondary schools all Heads of Year in addition to taking overall 
responsibility for the students in a year group also fulfilled a teaching role, some 
being jointly responsible for child protection procedures. All three primary school 
head teachers in addition to their managerial responsibilities for the whole school 
frequently fulfilled teaching responsibilities, usually standing in for long and short- 
term staff absence. One also took responsibility for 'negative behaviour' and dealing 
with the 'emotional health' of pupils, described as sometimes being handled in terms 
of 'unorthodox' methods: 
Nothing sinister, but things that which maybe would not be in the teachers handbook 
But that's because I know the children so well. Head-teacher Priniary schooL 
Three school governors, one primary and two secondary, were ultimately managers 
of the managers, all were also parents governors and had responsibility for child 
protection. Moving down the school hierarchy, seven respondents, fairly newly 
appointed were learning mentors (LMs); three other respondents were involved in 
home/school or parent/community partnership/liason support work, and one female 
school administrator who supported everyone. Three of all of these respondents 
were male. 
These respondents, although having very different roles on different rungs of the 
school professional hierarchy, were unified in their responsibility to support children 
and their families in school. Some, school managers (5), took personal responsibility 
in addition to supporting and managing others. The previous respondent (primary 
school head-teacher), although it was not her role, occasionally took responsibility 
for making phone calls for mothers experiencing domestic violence, who then 
reported back to her deputy head (child protection co-ordinator). 
When defining their roles and the role of the school, most secondary school 
respondents rarely focused on any rights that a child might have to education, 
irrespective of what that education might involve. Although one primary school 
head suggested her role was to ensure that 'children in this school receive the best 
educational opportunities that I can give them', the majority of secondary senior staff 
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prioritised a practical and operational list. This included building up a sense of 
community, networking with local businesses, dealing with parents, being an 
accountant, dealing with punctuality and non-attendance, disciplining and 
counselling students and so on. In contrast the key responsibility of a secondary 
school LM was to 'enable young people to overcome barriers to learning' and to 
enable her to achieve this she wanted school to 'take a more holistic approach to 
young people'. 
However all of these facets implicitly underpinned the driving need of school to 
improve pupil attainment, as for one deputy head '... some days I wish we were just 
a school and we didn't have any messy bits'. 
Dealing with the 'messy bits', that children brought to school with them, was one of 
the most important aspects of the senior and pastoral teachers role. Either by 
personally dealing with them, enabling others to deal with them and critically 
convincing others that 'messy bits' were important. Significantly they were the staff 
that other teachers passed children with social problems on to, and to whom parents 
would expect to see with concerns about their children. Deconstructing 'messy bits' 
suggests that they are inseparable from children and moreover disrupt the rationale 
for a school - to teach the curriculum. Although many would agree, others would 
alternatively argue that schools have other responsibilities to develop the emotional 
and social, moral and interpersonal facets of the child (Marland 1980). However 
underlying this quote is the need to have time available to do all the 'messy bits', 
particularly holding the power to define the use of time to suit their priorities. The 
multiplicity of roles that all eight senior management respondents held implied that 
there is either a 'thick' service offered to a few children, or a 'thin' service (Little 
2003) offered to many. In either case domestic violence failed to significantly 
surface amongst the multiplicity of problems or concerns that these staff dealt with. 
Nonetheless one secondary deputy head commented on a tree planted in memory of a 
student who he had taught the day before being killed, as a consequence of living 
with domestic violence. Although 'having been worried about him for several weeks 
before, because his behaviour seemed to have changed', other than 'breeding an 




As an issue that they were all familiar with for their children domestic violence was 
minimised, resonating with other 'teachers' responses that it was 'known about' in 
many of the children's families. It was frequently framed as either a sensitive and 
taboo subject; one that the 'community' wouldn't let it be known about; was not 
looked for unless there were physical signs, or a pupils attainment was drastically 
declining and significantly: 
We won't know unless someone discloses. Senior teacher with child protection 
responsibility Secondary school 
The interplay between these justifications clearly places responsibility on the child to 
inform adults in senior management positions. Conversely placing the adults in a 
position of power to enable the motivation and environment for children to disclose. 
'Knowing' the children was a term that all senior management and pastoral care 
teachers used, qualified by their length of time at the school, experience and previous 
knowledge of pupils' siblings attending the school. However knowing children was 
also necessary for LMs to implement their responsibilities. Significantly all the LMs 
were newly in post, some for only a few weeks, suggesting that there may be 
alternative ways to know children. 
Schools as hierarchical institutions 
Secondary LMs particularly were critical of the institutionalised setting of the school 
as an unfamiliar and territorial place and was something they had to take time to 
adaptto: 
Schools are such wide, ... strange places really. When youfirst come into a school, you find this mini institution. So many different parts, but I think we fit in well now. LM 
Secondary school 
Similarly a primary school governor, from a health background, was unused to the 
'education terminology'. Although an education practitioner, more familiar with 
schools and the education system, I also found difficulty comprehending some 
acronyms. 
The relative unfamiliarity of school was not only based on the concept of school as 
an institution but also on the hierarchical attitudes of fellow professionals. The new 
role of LM carried with it a high degree of uncertainty and sometimes suspicion from 
other individuals within schools. Only two of the LMs had previously worked in 
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schools, but brought with them considerable experience including youth work and 
drugs work. They were particularly perturbed by the inconsistent boundaries of 
policies and procedures, related to the passing on of information, the hierarchy of 
other people's perceived 'right to know' and confidentiality. The issue of 
confidentiality within school is important and will be examined later. 
Not being directly controlled by the needs and adherence of the national curriculum 
was possibly an influential factor in the LMs perceptions of the role of schools. A 
working style incorporating a more holistic and supportive approach to the needs of 
the students was a recurring theme. For all the secondary school LMs there was 
unanimity of both the direct knowledge and possibility of domestic violence being 
named as an important and critical factor in some students' lives. Although often 
being presented as one amongst many social problems and concerns affecting 
children, including alcohol and drug use, bullying, criminal activity and drug dealing, 
health - physical and mental and economic deprivation, it was a problem that was 
distinguishable. 
LMs had a key developing relationship with senior pastoral staff, to whom they 
passed on welfare and academic information relating to their students group. 
Although as previously discussed senior and pastoral care staff had minimised their 
knowledge of children in their schools living with domestic violence, they were not 
oblivious to it occurring, they 'just hadn't been told'. 
Other support and management respondents although at the extreme polarities of the 
school hierarchy, had a more integrated understanding of children that extended into 
the local community, even though they had minimal contact time with children. One 
administrative worker at a primary school, which admitted children from the local 
refuge, was 'here to offer someone the children can come to' also providing support 
to mothers contacting supportive agencies. She had incrementally developed 
responsibilities in relation to the need of the children, both physical and emotional, 
providing a further example of a reflective attitude: 
Yes it does increase my workload, but I don't mind as it is helping the situation that I 




Three female home/school liaison and support respondents had well-developed 
relationships with parents based on a history of confidence, trust and shared personal 
experiences. All held a gendered understanding of domestic violence, and provided 
emotional support, sometimes interpreting for mothers and their children including 
situations of domestic violence, and had extensive links with supportive agencies. 
Counselling and listening to mothers was a responsibility that had developed in 
response to need. However two were concerned that secondary school teachers were 
not proactive in utilising their skills and experience and felt that it had been their 
responsibility to forge relationships: 
When I came to this school I didn't know the staff but slowly I began to get to go to the 
teachers who I knew would listen to me and I attached myse4r to those people School 
and community development officer Secondary school 
This was a further example of some teaching staff at best unintentionally establishing 
hierarchical and professional boundaries between teaching and welfare/pastoral 
responsibilities by assigning responsibility to others to negotiate co-operative 
working relationships, or at worst ignoring the possibility that there might be a 
relationship to establish. As the respondent continued, 'Students have similar ways 
of knowing' who to talk to. The previous respondent (school administrator) 
highlighted a further example of professional and adult/child boundaries, when 
taking a 'late' child to class. The teacher was described as 'not very welcoming' and 
antithetical to schools ethos. However this situation was not only considered harmful 
to the child but additionally the respondent felt unable to challenge a 'teacher' and 
described it as 'a bad day' for her. 
Not all schools currently have the advantage of such people although there were 
many more home/school or teacher/school liaison posts in the wake of the Plowden 
and Halsey Reports in the 1970s and 1980s and the development of community 
education. The success of liaison work however depends on a willingness of schools 
to examine all aspects of their life both at the micro and macro level and to value the 
workers (Bailey 1980). Alongside LMs supporting students these respondents are 
possibly best placed to really know their students. 
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2: Or power and control? 
Returning to senior management responsibilities, it is clear that even though some 
teachers may have difficulty distinguishing domestic violence as a key issue for 
some students there are others in school who have a wider than academic 
comprehension of students lives. The particular role of respondents supporting 
students both at school and in the home, includes a realistic understanding of local 
and cultural needs. Although most had open channels of communication through the 
pastoral care system to senior management, this often had to be negotiated, 
particularly in the larger secondary schools. The more extensive ways of knowing 
children suggested that the 'filtering' system (Chapter 6) had less impact and 
influence on these respondents. However the power to activate information and 
recommendations rested with senior management and/or those responsible for child 
protection, who were frequently more motivated and preoccupied by other externally 
imposed requirements. School governors similarly were overwhelmed by agenda 
items more related to statutory and financial matters, but differentially recognised 
that domestic violence was a vital, although sensitive and occasionally volatile issue 
to be addressed: 
At any one time there'll be 2000 children in [local area] experiencing domestic violence 
within the home. Now if 2000 children suddenly got any clinical disease people would 
be leaping up and down and would be asking the local health authority, 'What the hell 
are you doing about 0. Do something now. I see it in terms of- I don't think it's too 
strong a word to say it is epidemic proportions if you use a clinical model. School 
governor Secondary school 
Although school managers, governors are frequently influenced by the priorities set 
by headteachers in relation to other school issues, and who ultimately manage the 
school. Handy and Aitken (1986) suggest that the compatibility of schools' roles and 
responsibilities is dependent on a unified approach to: the organisational context of 
the school, the quality of relationships within a school, and the support of parents and 
the wider community. Additional factors include the size of the school, the age of 
the students and the demands of the examination system (Handy and Aitken 1995; 
2002). 
Pascall alternatively suggests that schools are influenced by the patriarchal family 
model, and reflect the norms of family life (Pascall 1997: 122). If this is so then the 
experience of attending school for children living with domestic violence may be 
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consistent with their experience of home life. Rather than offering a place of safety 
and security which provides alternative models of social relationships and 
experiences, the hierarchical school structure, the authority and social control 
classroom model (Jackson 1987; 1992) and the awareness that children have of the 
power of their teachers places some children in the situation of being '... vulnerable 
in school' (Pollard 1987; 1992: 4). 
3: Respondents understanding of domestic violence 
1 -. Introduction 
This chapter has already suggested that for many of the teacher respondent's, 
domestic violence in children lives and in the curriculum was given a low priority. 
There are many definitions of domestic violence and there is no single legal 
definition. In order to ftirther explore reasons underpinning some respondent's 
reluctance to acknowledge it I considered it necessary to explicitly 'name' domestic 
violence and to find out their understanding. Furthermore women and children 
experiencing domestic violence frequently do not recognise 'domestic violence' 
except in extreme circumstances, instead minimise and normalise the behaviour 
(Walby 2004). 
I was shocked how ignorant I was and I thought I was pretty knowledgeable, you do like 
to thinkyou are aware, especially on thepastoral side. HoY 11 Secondary school 
This respondent's honesty epitomised most teachers understanding of domestic 
violence particularly for children, reflecting a wider societal reality. The senior 
pastoral teacher had recently received training in preparation for a domestic violence 
drama project and was making connections between her 'teaching' and pastoral 
responsibilities. This example suggests that given the opportunity even a minimum 
amount of training and awareness raising can have considerable impact on practice 
(Stalford et al 2003). 
The issue of domestic violence for children in schools includes considering welfare 
and pastoral issues and also the content and delivery of the curriculum. Both are 
inextricably entwined despite between perceived as separate domains of school and 
both depend on a sound understanding of the gendered concept of domestic violence. 
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The proliferation of classroom resource materials and domestic violence strategies, 
both internationally and in the UK, expect teachers to either 'do something about it, 
educate about it, or both, and implicitly have an expectation that teachers will 'know 
all about it'. However, similarly to implementing all sensitive and controversial 
issues in school, for example sex and relationships education, there are both 
cognitive and affective considerations to be made. The aim of this section is to 
ascertain the cognitive understanding of domestic violence for school based 
education respondents. 
2: What is domestic violence? 
Respondents were asked to define what they understood by domestic violence. For 
several respondents there was a minimal awareness gained through the media. This 
source of information was also shown by Kotarakos to be common and Europe wide, 
where 89% of Europeans, (but not all teachers), had heard about it on television and 
65% in newspapers or magazines (Kotarakos 1999). Most respondents' justification 
for their knowledge or lack of knowledge ranged from never having been personally 
affected or knowing of any children in school, to others disclosing their own personal 
experience, both as children and adults: 
I was seeing somebody in [City] who got drunk one night and hit mefor halran hour 
and that's probably the closest I have ever been to something that I thought I would 
never experience in my life. LM Secondary school 
Where does it happen? 
Many responses initially generalised or obtuse, emphasised adult's experiences of 
domestic violence in the home: 
I suppose the first thing that comes to mind is Mums and Dads fighting. Teacher 
Primary school 
However one secondary school teacher specifically commented on the use of 
terminology 'domestic': 
I don't like the domestic bit in domestic violence, ... it goes back to the terminology 
when police used to say 'It's just a domestic'. I suppose it's just keeping that bit in 
there because it's in the home and it's bringing thatforward ... ... it's within the home, 
where people think you're stereotypically going to be safe. P&T Secondary school 
Situating domestic violence between people living in the home, although 
distinguishing between private and public violence, suggests that domestic violence 
is less likely to take place outside the home or after a relationship has ended. This 
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has particular resonance for school based respondents who have a daily relationship 
with children and potentially with both the abusing and non-abusing 'parent'. Recent 
research (Harne 2004), demonstrates that many of the abusive fathers interviewed 
deliberately continued to abuse their children as part of court ordered contact visits 
sometimes with the explicit intention 'to get [his] revenge on their mother' (Harne 
2004: 21). 
What does it involve? 
All but one of the respondents in this study specified physical violence from hitting 
and causing bruises to 'being knocked from here to kingdom come', followed by 
emotional and mental abuse reported by two thirds of respondents. Similarly, Aitken 
(2001), when asking education respondents in a London Borough to list the five most 
common types of domestic violence/abuse, physical violence was often thefirst form 
of abuse mentioned but there were more examples relating to emotional or 
psychological abuse. For both studies physical violence is significant, reflecting the 
emphasis that has traditionally been placed on this behaviour both for child and adult 
abuse and child protection practice. In this study verbal abuse, as a form of physical 
violence, exemplified a 'culture of violence', between parents, parents and children 
and between children. This was perceived as 'normal' community/local behaviour 
and as such signified an acceptability of otherwise unacceptable behaviour. 
Physical abuse was also thought to be 'on the spur of the moment' by my 
respondents and significantly alcohol and drug related. Ninety nine percent and 96% 
in Aitkens study (2001) also considered that alcohol and drugs were causes of 
domestic violence respectively. 
A further similarity concerns the extent of sexual violence. In Aitkens study (2001) 
11% of responses featured aspects of sexual abuse, in this study, it was included in 
12% of responses. Kelly (1988) found in her study that most women interviewed 
had experienced sexual violence in their lives. Similarly Myhill and Allen (2002), 
estimate that one in ten women have been sexually victimised since age 16, the low 
numbers of respondents including sexual abuse suggests instead that occurrence of 




A gendered understanding was apparent in 15 (less than halo responses defining 
domestic violence by men against women. Other respondents suggesting that it was 
just as likely to be women towards men or even that gender was irrelevant: 
... but I think there'sjust as much male abuse. Teacher Secondary school (T) 
... domestic violence would involve anything which involved one person in a household inflicting pain on another one. Early years teacher 
Aitkens (2002) found slightly more respondents (51%) considering that 'gender 
inequality' was a cause of domestic violence. Both sets of data similarly 
demonstrate that education respondents may have little recognition of the gendered 
nature of domestic violence. 
When adults were named it was often as Mums and Dads and 'step father' or 'new 
partners', typically compartmentalising adult roles into their familial relationships 
and significantly not connecting children with domestic violence as part of an 
understanding. 
Particularly, but not exclusively, in two schools where children of South Asian 
family origin were in the majority, responses included woman abuse from not only 
her husband but also extended family adults (Bhatti-Sinclair 1994), including 
mothers in law, brothers and uncles: 
... some of the ladies have itfrom their in laws, from the community and also they are 
used daily, it's like a machine ... Sometimes the mother especially, the 
lady in the 
house, her treating her... Home school support worker Primary school 
Hanmer, also found evidence, in South Asian families, of 'extended family' abuse, 
suggesting that '... boundaries of family hierarchy and privilege [were] being 
transgressed by others outside the marital or cohabiting couple' (Hamner 2000: 20). 
Several respondents highlighted abuse to lone parent mothers from older children, 
mainly but not exclusively, boys. This sometimes was mentioned alongside drug use 
and drug dealing and the financial power that 'older' children have: 
... I've got a case with [an] Year 8 girl where she is extremely violent in the home, 
the violence is completely aimed at no one but her Mum, and it's really quite severe. 
HoY Secondary school 
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Why does it happen? 
Over half of respondents (57.5%) situated any kind of abuse within a power and 
control model: 
Any misuse ofpower, to control the less powerful person. School governor Secondary 
school 
This compared to 77% of respondents in Aitkens study (2001) suggesting 'one 
partner wishing to be in control' as a cause of domestic violence. 
Respondents most informed by this concept were the LMs and support respondents, 
reflecting their previous knowledge and relationship with children and mothers, and 
to some extent their own personal experiences. Respondents least informed 
significantly being all senior management and pastoral staff. 
Examples of control given by repondents included keeping a woman without sanitary 
protection limiting her to the home, even when the man was working away. This 
illustrates the maintenance of fear, intimidation and a high degree of power and 
control. Similarly, examples of emotional, mental and psychological abuse included 
locking a woman in a house and making her plead for food, controlling financially by 
withholding money and setting unachievable expectations about the abuser wanting 
food 'just right'. Lowering self-esteem, verbal abuse and perpetual mental abuse 
were recognised by respondents as being 'more calculated' and 'more frightening' 
than physical abuse. 
3: What has domestic violence got to do with children? 
Despite having knowledge and information of the effects and impact of child 
maltreatment, many respondents were unaware of the implications for and 
connections with domestic violence. Understanding domestic violence did not 
immediately include children (Stalford et al 2003), except when specifically asked, 
or when the interview process gave an opportunity to take time to reflect: 
I must admit with domestic violence I don't often think of the children, I think of it more 
ofan adult thing. Deputy head-teacher Primary school 
Twenty out of 33 respondents included children in their understanding of domestic 
violence, just over half of secondary school teachers, one quarter of primary school 
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teachers and one third of all senior management and pastoral staff Significantly the 
group with most positive responses were LMs (all). In Aitkens' study (2001) when 
asking education respondents to list the five most common types of domestic 
violence only 7% included abuse to children, again suggesting a lowered awareness 
for children. 
These data although limlted, combined with the previous understanding of adult 
abuse, are concerning for schools in this study as the respondents with most 
responsibility for pastoral care, child protection and welfare in school had least 
awareness of an understanding of domestic violence that included children. 
However one secondary school teacher with pastoral care responsibilities 
immediately responded: 
I understand it to be anything that is happening that is causing a young person to feel 
demeaned or demoralised or harmed in some way. Iparallel it with abuse, emotional 
abuse, neglect, bullying in the home, beingput down on a regular basis, or as nebulous 
as being excluded from treats or not given equality with other young people. Thenit 
can go to the furthest end of the range where children are being battered, or they're 
witnessing ... parents battering. Or it could be very violently verbal arguments within 
the home. It could comefrom all sorts of routes. It could be money, there could be all 
sorts of stresses and strains on thefamily because of money. So I think I take quite a 
wide view. P&T Secondary school 
Direct physical abuse to children was included less frequently than emotional abuse 
and witnessing violence, but when it was included it was perceived as a strategy to 
control, accentuate and prolong abuse towards the mother: 
Men husband wants to irritate the wife he will hit the child, she will comeforward and 
then she will get the beating. Home school liaison worker Primary school 
The most common occurrence for children was thought to be witnessing domestic 
violence: 
We don't have a great deal ofphysical violence towards the children here, not that we 
can see. A lot of it's emotional. ... witnessing quite a lot. Deputy head-teacher Primary 
school 
Whilst most references were to children directly witnessing violence; there was also 
reference to also hearing and imagining what is happening: 




For secondary school respondents one suggested that domestic violence is already 
occurring for some students in their developing sexual relationships: 
Like this girl here who is maybe being hit by her boyfriend every time theyfall out, she 
is desperate to go back. LM Secondary school 
4: Effects and impact of domestic violence for children 
Despite having limited knowledge, most respondents were certain that experiencing 
domestic violence could and does have very damaging effects on children and that 
there is very seldom any consistency of effects. 
Whilst most felt there could be serious effects one primary school respondent 
minimised the effect that domestic violence might have on younger children: 
Quite often children are aware that things are going on but they'refairly well insulated 
from it. Early years co-ordinator Prinwy school 
The three most commonly identified effects were physical, negative behaviour and 
emotional. The effects of physical abuse were minimised and included bruises and 
cuts, suggesting that domestic violence was dissociated from child protection 
concerns (Chapter 6). Children expressing anger illustrated negative behavioural 
change, and was mentioned particularly by primary school respondents, not only 
anger about the situation but also because children weren't able to comprehend why 
they were angry. Aggressive 'brash' behaviour included 'being very loud, angry and 
lashing out', bullying, kicking, being physically and verbally violent towards other 
children, taking it out on other children and by swearing and using 'filthy' language. 
It was frequently associated with not being able to concentrate and attention seeking, 
distracting the teacher's attention away from the rest of the class and disrupting other 
children's learning and classroom management. 
Some teachers suggested that this might be behaviour that has been learnt from an 
adult, or as a learned and distinct cry for attention and help: 
If the reaction in your life has always been a violent, negative one, then that's the way 
you get attention, isn't it? Head-teacher Primary school 
Emotional effects described by respondents included being upset and worried, 
showing signs of being frightened, very scared and sometimes absolutely terrified: 
I've also seen children when I've gone towards them, jump back, and that to me, you 
know it's fearful that, because a teacher would never, ever ... Assistant head-teacher Secondary school 
133 
Chapter 5 
Children could be unhappy, bewildered and confused, both by the situation and by 
their conflicting feelings for both 'parents'. Many respondents, particularly teachers 
of younger children, considered that children often took responsibility thinking it was 
their fault, internalising a sense of guilt, but could also result in getting involved to 
protect the mother (Mullender et al 2002): 
Could affect the child as they may think they are the cause of this. I know children 
don't like to hear their parents fighting, they love their parents, it frightens them, it 
makes them feel they want it to end, probably run away even. They want to get away 
from it, they don't want to hear it and ifthey see it they might want to try and stop it and 
get involved themselves. Teacher Primary school 
Emotional effects were very clearly linked to a change in behaviour and sometimes 
to a complete change in their personalities. Respondents suggested this could 
include both improving and positive behaviour, and deteriorating and negative 
behaviour. Improving behaviour was explained by a child feeling secure in the 'safe 
haven' that school provides, offering a sense of normality and consistency, enabling 
children to compartmentalise their lives but also making it difficult for teachers to 
see': 
... they'll come to school and behave OK because they've got the security, so they like being in school so they don't show any signs of anything. If gnything they're better 
behaved 'cause they like it here and ... 'well I'm safe here. Deputy head-teacher Priniary school 
However the opposite was expressed by one respondent: 
I haven't, ... not to my knowledge, come across a childfor whom it works the other way 
round The child has to be ve? y strong to shut it out and it must take a lot of mental 
whatever to shut it out, to turn it all around Teacher Priniary school 
The predominant justifications given for negative behaviour included children 
'testing you out, taking parents' behaviour as a model and seeing it as the norm, 
attention seeking and being free from the oppressive atmosphere at home. However 
most respondents were clear that some children were able to move successfillly 
between the different situations at home and at school: 
It has a knock on effect with children and young people, domestic violence, in that 
maybe they would see it as a role tofollow. Or they don't know how to handle it and 
it's disturbed them so much, or they think it's the norm. And then they come to school 
and they're faced with alternatives and people who treat them very differently. Head- 




Aggressive and extemalising behaviour was contrasted with that of children who 
were seen to be passive, withdrawn, lacking in confidence and self esteem: 
Some children themselves become aggressive and violent and others can become 
completely the opposite. There is no 'tick list' that you can produce, like the grid they 
dofor attention deficit. Teacher (SENCO) Primary school 
Bonding and trusting in an adult, being 'clingy', 'going into themselves', 'holding 
back', becoming quiet and not being able to speak about it; some younger children 
were described as being continually tired and falling asleep in class. Being passive 
and invisible was identified as a coping mechanism: 
They've learnt that keeping your head down is the way to keep clear of trouble and they 
become very passive and reluctant to participate in things. ... You get the impression 
that theyjust want the ground to open up and swallow them all the time. Early years 
teacher 
These behaviours reflect the societal 'invisibility' of domestic violence for children, 
as they were not always associated with the phenomenon. The primary school 
respondents that 'refuge children' attended were significantly more aware of the 
immediate effects and impact on children and demonstrated a growing awareness of 
signs to recognise children by. 
Some respondents, particularly those who had a pastoral, community or liaison 
responsibility in school, also considered that 'parents' do not realise that domestic 
violence will impact on their children or even that their children are aware of it 
occurring: 
One parent said, 'You shocked me when you said the children are aware, it had never 
occurred to me. A lot of the time when he heat me, the children weren't there. And I 
do believe that's the belief, still today. Parent school partnership worker Primary school 
Other respondents suggested that there could be age-related differences, which meant 
that it was more difficult to 'see' any signs for older children, and also gender 
differences: 
I can see where it affects children's behaviour; that males ... I'm thinking of a 
particular situation where the boy of thefamily, it comes out as very violent, verbal and 
abusive and physical behaviour in him; and the girl is introvert. And that is quite 
common. Deputy head-teacher Primary school 
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Relationships between some female students and male teachers in secondary schools 
may also be affected by the students' experience of domestic violence. Situations 
were cited where the female students would either deliberately avoid being taught by 
a male teacher, or construct strategies to get herself removed from the classroom: 
There are girls that don't particularly like to be taught by men, they may be disruptive 
with male teachers so they can get thrown out. They may see male teachers as someone 
who is violent and aggressive. LM Secondary school 
Barriers to Learning 
Lowered self-esteem and confidence were thought to be a key impact on education 
for all children experiencing domestic violence: 
I think self-esteem is the biggest one, a lot of the children lack confidence. I think we've 
got some very damaged children here and I don't know what we can do to undo some of 
that damage to theirperception ofthemselves. P&T Secondary school 
... they lack sey'esteem, because not only maybe is the partner (mother) subject to 
violence, but often the child. ... the child has a very low self esteem because of their image and the way they're spoken to. Head-teacher Primary school 
There was a heightened awareness of attendance problems for some children, 
whether as irregular attenders, persistent lateness, or longer-term non-attenders. 
Furthermore it was a way that children had been recognised as having a problem. 
Exclusion from school however was not included as a possible outcome of domestic 
violence (Kahn 2003). 
Primary school children attendance problems were sometimes attributable to physical 
abuse to both mothers and children. Mothers experiencing difficulties getting to 
school or being embarrassed or unable to go out because of her injuries: 
..., for what the Mum thinks are the right reasons. I think [name] is being 
physically abused and I think she's embarrassed to come out because she lives 
quite a way, so that she can't bring him to school, because she's marked Deputy 
head-teacher Prirmry school 
Although not asked for personal experiences, this was confirmed by one of the 
respondents recalling her own experiences of domestic violence: 
Attendance was the issue with me, I was hardly ever at school 'cause I was staying off 
for me Mum. LM Secondary school 
Children being physically abused may not be seen by school until injuries have 
healed, therefore domestic violence would not be known about: 
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You may get a child whose attendance is poor and the parents say it is because they are 
ill and you wonder why, but we do pick up on things every so often. You never know 
though, the child may be a victim of it, and perhaps has got a bruise, and would not 
appear at school until everything is calmed down. Teacher Primary school 
For secondary school respondents, students' non-attendance was related to 
uncertainty about what might happen if they weren't at home and additional concerns 
that students not attending school regularly may be tempted into other illegal, 
unsociable and sexual activities: 
The truancy thing, ifyou're not there, then you're somewhere else. Vulnerable students 
may be tempted off into other behaviours. Teacher P&T Secondary school 
Non-attendance was also explained because a family had fled the area, schools and 
individual teachers not always being informed by either the 'parents' or relevant 
agencies. Attendance was also an issue for other agencies, particularly Education 
Social Workers (Chapter 7). However the most pressing issue and concern expressed 
by some of the secondary respondents was that if children were absent, it was not 
possible to recognise and deal with any problems they may be experiencing. The 
welfare repercussions for children with inconsistent attendance appeared to take 
precedence over academic needs of a child not being in school and therefore not 
accessing the curriculum. However for some respondents the overriding impact of 
domestic violence for children, whether attending or not, was that domestic violence 
was in itself a barrier to academic learning (Stalford et al 2003): 
Anything that damages the child emotionally damages their ability to learn. Education 
is notjust about academic learning. Teacher Primary school 
This (in)ability to learn as a sequel to domestic violence was explained by one 
English teacher in the context of assessment requirements of the national curriculum: 
We expect children to speak out, especially in English, keep the talk going and befluent. 
Whereas what they have learnt is to be quiet, shut up, not draw attention to themselves. 
A dilemma for them, students are under a lot of pressure to get their grades for 
speaking and listening in a way that I didn't have to, we expect a lot of them nowadays. 
Teacher P&T Secondary school 
Not being prepared for the school day was another factor for both primary and 
secondary school respondents. One secondary school teacher identified the 
difficulties of asking students for their homework, when in reality knowing that they 
didn't go home the previous night. Some children came without their PE kit or 
books were missing. Changes in appearance were often commented upon when 
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pupils attended school looking dishevelled, untidy and often hungry. This effect was 
particularly significant for respondents in secondary schools when other subject 
teachers may not know about the students' home circumstances. However one 
teacher succinctly expressed the 'miracle' of some students ever getting to school: 
I think some of the kids in our school are expected to get through the day with all their 
equipment, done their homework when there is chaos, awful stuffgoing on at home, and 
I think that is really hard I'm sometimes so impressed that the kid has actually got to 
school after what has gone on that morning or last night. Assistant head-teacher 
Secondaryschool 
4: How important is domestic violence in school? 
... in terms of it being something that is stated and you know that in that particular family it's an issue, it probably doesn't occur as often as other issues can occur. But 
you do sometimes concern yoursetfthat there may be, in families, violence that is going 
on thatyou are not overtly told of I haven't come across it a lot, I have to say, in terms 
ofparents coming in and expressing that this has happened at home. But that's not to 
say it's not going on, is it? P&T Secondary school 
In the context of the many and varied responsibilities that teachers have in schools, 
domestic violence is only one of many concerns and situations to be acknowledged 
and addressed. In most primary and secondary schools the person or people with 
responsibility for co-ordinating child protection are the staff with most information 
about welfare issues for individual students and thus most potential knowledge of the 
occurrence. Additionally, in secondary schools, the heads of year will have a similar, 
but sometimes different, bank of information to access and draw upon. Very rarely 
is this information shared and recorded in a systematic and structured way. The 
recording and passing on of information to colleagues is frequently referred to as 'on 
a need to know basis', with the justification that 'students have a right to privacy and 
confidentiality'. Inconsistencies inherent in this situation have not infrequently been 
the focus of concern and conflict from classroom teachers, learning mentors and 
teachers with pastoral responsibilities and will be addressed in Chapter 6. Although 
everybody is supposed to know the system and justification for it in each particular 
school, very rarely is this recorded in, for example, a guidance or policy document, 
or even adequately communicated and discussed. The availability of time is one 
very important factor, but also the accessibility of relevant information about 
individual students is an area of difficulty that has not often been resolved. In 
situations where the roles of child protection co-ordinator and heads of year coincide, 
then additional information will be relevant only to their specific year group. 
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In primary schools, the child protection co-ordinator is frequently the head-teacher 
and/or the deputy head-teacher with pastoral responsibility. As with secondary 
schools, staff holding these responsibilities will have access to most information 
about individual pupils. According to all schools' guidelines for child protection, 
any information, concerns or worries will be channelled through these professionals. 
Depending on the quantity and quality of information, a decision is then made 
regarding strategies used. 
However what appears to be an emerging theme throughout both LEAs and all 
schools is that the significance or even awareness of a student's home circumstances 
is related firstly to the individual professional's role and depending on that, their 
responsibility to the student. 
Secondly, respondents' awareness and information regarding the aetiology and 
incidence of domestic violence is of crucial importance in the recognition of 
children's experiences of domestic violence, particularly where there may be a 
multiplicity of welfare and care factors. Social factors such as poverty, 
unemployment, drug and alcohol use, may well serve to obfuscate a situation of 
domestic violence, particularly the involvement of children, which historically has 
remained often invisible and unchallenged. 
Many teachers who also hold a pastoral care or child protection role have specialised 
knowledge of children they teach, or also relate to in a pastoral context. If 
information about children is either withheld or not acknowledged by other 
professionals, it is likely that some students experiencing domestic violence will go 
unnoticed: 
I think some teachers could actually go through school without coming across it. HoY 
II Secondary school 
The following quotes, from teachers who teach at the same secondary school and 
who were interviewed within three weeks of each other, are used to exemplify the 
complexities of according any level of significance of the incidence of domestic 
violence for their students: 
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Peaks and troughs. At this moment in time it isn't afeature and I have no awareness at 
the moment ofany kid I work with. Manager of learning support unit 
My experience is that there are not many that have come to the forefront. Icouldsay 
that over the past 10 years I have possibly only dealt with 6 serious cases of domestic 
violence. Senior teacher, one of two child protection teachers 
I wouldn't know necessarily if I was leaching students who were being abused as this 
information isn't made known You might pick it up. In 20 years of leaching PSE no 
one has ever, ... no ... Head of PSHE 
Domestic violence is the biggest part ofwhat we're dealing with, the other being sexual 
abuse. Out of250 some students in the intake year we identified 34 vulnerable students. 
The beginning of this year there have been 19 requests for infor7nation ftom social 
services which are often from a third party referral, which is usually violence in the 
home -a lot of referrals in hatf a year. It has escalated this year ... Teacher, P&T one 
of two child protection teachers 
5: Conclusion 
This chapter has provided an overview for understanding the complexity of 
respondent's roles in school and the differing ways that they can be operationalised. 
Although all teaching respondents considered that pastoral and welfare 
responsibilities are necessary for many of their students to access the curriculum, not 
all deliberately choose to involve themselves. Additionally there is an increasing 
number of other non-teaching school staff whose role and responsibility is to support 
children and sometimes their families. Both teachers and-non teachers are 
responsible for referring children for whom they have concerns to senior 
management, pastoral and child protection staff. However very few of these 
'teaching' respondents have an awareness of children in their school living with 
domestic violence, unless they have been told. Furthermore their awareness is 
associated with their perceived pastoral responsibilities. Similarly respondents 
understanding of domestic violence for both adults and children, particularly within a 
gendered concept, is also linked to their responsibilities and to some extent their 
personal experiences. 
Although clearly domestic violence is affecting many children in their schools very 
few respondents have recognised this phenomenon as significant, particularly those 
in senior management and with child protection responsibilities. 
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Chapter 6 proceeds to develop this analysis further and to investigate in more detail 
the overlap between domestic violence and child protection and to explore ways that 





Recognising, supporting and preventing domestic violence in schools 
1: Introduction 
This chapter builds examines in more dctail how the three paradigms of children, 
domestic violence and school intcrscct. This is seen firstly in relation to strategies, 
processes and procedures employed for both recognising and supporting children 
living with domestic violence and secondly in the contribution of education for all 
children to preventing domestic violence in the future. 
This chapter firstly contextualises domestic violence in schools within child 
protection practice and examines the boundaries and overlap of the two phenomena, 
providing a framework for addressing recognition and support in school for children 
living with domestic violence. Building on Chapter 5, it provides a fuller and richer 
picture of exploring how respondents' different roles and responsibilities can 
contribute to a more holistic response to children living with domestic violence. It 
also raises related issues of communication, confidentiality and trust that can affect 
this process. 
It then proceeds to address the implications of integrating domestic violence into the 
curriculum, firstly by exploring the relevance of teaching about domestic violence 
for both primary and secondary schools, and by locating areas of the curriculum and 
thirdly by identifying who are the people most suitable to teach it. 
2: The relationship between domestic violence and child protection 
1: Introduction 
All English state schools, both primary and secondary, since 2002, have a statutory 
duty, for the first time, to follow child protection procedures, to have a child 
protection policy and to identify specifically designated teachers with a responsibility 
for child protection 30. The Education Act (ERA 2002) together with the Children 
30 Sec 175 Ed Act 2002, new guidance forthcoming June 2004 - this cffectively giving Circular 10/95 legal status 
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Act (1989) places specific duties on LEAs and schools, particularly governing bodies 
to ensure the safeguarding and promotion of the welfare of children. Although 
section 175, a late amendment to the Act, in direct response to the death of Lauren 
Wright, emphasises safeguarding and promoting the welfare of children, domestic 
violence as a clear constituent of child protection receives sparse attention. The 
more recent consultation document 'Safeguarding Children'31 , suggests that 
'Everyone in the education service shares an objective to help keep children safe' 
(DfES 2004: 16) and includes domestic violence. However the inclusion appears as 
an afterthought by extending the four categories of abuse 32 to 'accommodate other 
kinds of abuse that may not be so easily recognisable or are encountered less 
frequently than others' (DfES 2004: 27). 
This legislation (Sec 175 ERA 2002) and consultation guidance (DfES 2004) post- 
dates the fieldwork period for this study. However, existing joint guidance 
'Safeguarding Children 33 (DfEE/DoH 1999), 'Living Without Fear' (1999) and to a 
lesser extent Sex and Relationship Education Guidance (DffiE 2000) had already 
requested that schools play their part in a multidisciplinary team approach to protect 
and safeguard children living with domestic violence. The more recent consultation 
exercises relating to children and domestic violence - 'Safety and Justice' (HMSO 
2003) and 'Every Child Matters' (DMS 2003), remain in the parliamentary process, 
although children living with domestic violence are not a prominent concern in 
either. 
It could be argued that the proposed new guidance (DfES 2004) is late in following 
existing practice. Some LEAs and individual schools have, for several years, already 
incorporated domestic violence into child protection policies and procedures and 
have included domestic violence in child protection training and are teaching about 
domestic violence. These include Leeds, Cheshire, Wolverhampton, Bradford and 
Devon. Both local authorities participating in this study had already begun to 
provide some child protection training inclusive of domestic violence, both 
31 Which will replace Circular 10/95 in June 2004. 
32 Working Together to Safeguard Children (1999) sets out four categories of abuse: physical, sexual 
and emotional abuse and neglect. 
33 Now superseded by 'What to do if you're worried a child is being abused ( DoH et at 2003). 
143 
Chapter 6 
specifically focused on schools, and were multi-disciplinary in approach. One of the 
LEAs had produced and disseminated domestic violence procedural guidelines to be 
incorporated into child protection guidance, making curriculum links for schools on 
domestic violence, and was in the process of developing and delivering school based 
training. The other LEA was developing curriculum resource materials for all 
schools to use. 
However nationally defined guidance and procedures although offering credence and 
support for working with 'difficult issues', do not necessarily translate directly into 
habitual practice (Baginsky 2000,2003) or provide additional resources. Other 
supportive mechanisms, for example the provision of relevant and extensive training 
and ongoing support and partnerships, from both within education and 
multidisciplinary agencies outside of education also need to be considered. 
2: Differences and similarities 
Despite the recognition that child abuse and domestic violence are interconnected 
and both are entrenched and pervasive forms of violence in society, there has tended 
to be a separation of domestic violence and child protection statutory services which 
has resulted in a minimisation of services to children living with domestic violence. 
In 2003, out of 570,220 referrals to social services, 26,600 children were placed on 
child protection registers: 39% related to neglect, 19% for physical abuse, 18% for 
emotional abuse and 10% for sexual abuse (WES 2004). A parallel set of data 
applies to children who do not proceed to a core assessment and who constitute 
'children in need' as recommended by section 17 of the Children Act (1989). In 
February 2003,384,200 'children in need' were receiving a service from social 
services. Tunstill and Aldgate refer to these children as a 'marginal' group (p 19). In 
their study of 93 children, 11% had been exposed to domestic violence, the majority 
of whom had been under the age of 7 and almost half had experienced a change of 
parents in reconstituted families in the three years prior to the study (Tunstill and 
Aldgate 2000: 33). 
Extrapolating from the previous data suggests that in 2003 there were over 150,000 
children, about whom a diversity of people had concerns and who were not receiving 
a statutory service. Possibly even more concerning is a review of serious child 
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protection cases showing that many children at serious risk had not previously come 
to the notice of any professional agency (Sinclair and Bullock 2002: 28). 
The statistical indicators of 'need' and 'significant harm' in relation to domestic 
violence and child abuse represent only the events brought to the attention of 
agencies of the State and professionals employed by them. They do not tell us about 
the many experiences of children that are not brought to public attention or about the 
abuse of children, which is assessed by professionals as not worthy of investigation 
(Bagshaw and Chung 2000). Furthermore, official statistical data does not indicate 
how many children are living with domestic violence. 
The previous chapter illustrated the uncertainty that many respondents had of 
formulating a definition of domestic violence that was inclusive of children and 
embedded in a gendered framework. Whilst recognising emotional abuse and 
behavioural implications emanating from it, 'teachers' less easily attributed domestic 
violence as an explicit causative factor (Stalford et al 2003), and more readily 
subsumed negative behaviour into other social and family problems for example drug 
or alcohol related, financial problems. Emotional maltreatment, although a possible 
consequence of both direct and indirect abuse, has historically been less easy to 
'distinguish as a specific entity' (Szur 1988: 104); and is more linked to a 
relationship (Glaser et al 2001 p. i), or an omission of a relationship (Tomison and 
Tucci 1997), rather than an event. 
Teaching, pastoral and support respondents in both primary and secondary schools 
knew that there was a clear child protection process they were required to follow 
when there was an indication of physical or sexual maltreatment: 'there wouldn't be 
any question, you would go straight to the child protection'. The 'child protection' 
would be the designated teacher for child protection, in this primary school the 
deputy head, who would decide whether to take finther action for example inforrn 
social services. Secondary school teacher, pastoral and support respondents reflected 
a similar situation although their concerns were likely to be subject to a more 
rigorous 'filtering process' (Wattarn 1997: 110), usually firstly to HoY and then to 
the child protection designated teacher. Each school had at least one trained child 
protection teacher, but at the time of the fieldwork domestic violence had only 
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recently been introduced as part of LEA child protection training, or occasionally as 
a separate course. However, the time allocation for domestic violence training was 
still minimal for child protection teachers and in the following respondents' LEA, 
there was no officer with job specification and responsibility for child protection. 
(Chapter 7): 
I would speak to the child protection officer if anything came to my attention that Ifelt 
she wasn't aware of We meet quite regularly and if there's any information that Ifeel 
relevant then I would automatically pass that on. Even if it was vaguely relevant then I 
would pass it on, it's up to the cp officer who's hadfar more training than I've had to 
decide how relevant it would be. HoY Secondary school 
In the LEA where domestic violence training was offered to schools, and also where 
guidelines had recently been disseminated, I was asked to co-facilitate training. 
Unfortunately not all the sessions were delivered partly due to low take up, but also 
due to illness of the other facilitator. However, although the remaining sessions were 
well attended there was a noticeable absence of teachers, the majority of participants 
coming from education support staff, particularly ESWs. This suggests that key 
people who sanction decisions to refer children on had received minimal domestic 
violence training, instead were reliant on their own personal knowledge or 
experience, which the previous chapter has suggested was sparse (Stalford et al 
2003). 
Nonetheless with sufficient 'evidence' or concerns, social services are the next 
referral point. Wattam (1997) and others (Parton 1997), suggest that those children 
at risk from 'significant harm' and except for a very few missed cases, are being 
reported and receive a service that prioritises physical or sexual abuse. This situation 
is attributed to a resource-led social services, that is not always able to prioritise 
other forms of harm which are either less easily detectable or are subject to 
contestable definitions specifically emotional abuse (Peled 1996). This suggests that 
domestic violence for children, as a less easily detectable and identifiable form of 
harm, is liable to receive a less adequate service, at whatever level (Irwin et al 2003). 
Furthermore, social services are implicitly dependent on others - professionals, the 
public, parents and friends- to report child abuse (Wattarn 1997: 119) and there is 
currently no system for ascertaining the school referral rate 34 . Tunstill and Aldgate 
34 Personal conununication Mary Baginsky 2 June 2004. 
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comment on 'children in need' referrals from education to social services. In their 
study only a minority was from education (p65), despite the fact that of 93 children 
one third were having behavioural problems within school (Tunstill and Aldgate 
2000: 31). 
Various studies from North America have reported inconsistencies in the frequency 
of reporting child maltreatment concerns from schools, varying from 10% of overall 
reporting to 'annoyance' from CPS staff based on school overreporting of cases that 
do not constitute serious abuse (cited in Tite 1993). With the emphasis of 
'safeguarding' and early prevention strategies in the UK research into schools child 
abuse reporting behaviour could be beneficial. 
The social services screening process appeared to have 'filtered' back to schools and 
could influence respondent's future referrals. From a variety of education 
respondents, situations were described when social services had been noticeable in 
their reluctance to pursue any further known 'domestic violence' situations: 
Nen cases are referred onfor both domestic violence and childprotection, there is not 
always the support that there should be. I am not the contact person, but I knowfrom 
what I've seen and heard that it can take ... ... too much for social services to do 
something and they are very reluctant, but they haven't done when we have requested 
Administrator Primary school 
However what is not known is whether the filtering process or reluctance to 
recognise domestic violence for children is most influential, or whether they are 
interdependent constituents of a circular process. Respondents were certainly 
attuned to noticing both physical signs of abuse and changing behaviours in children, 
but had less familiarity with attributing behavioural changes to emotionally abusive 
situations and the possibility of domestic violence (Stalford et al 2003). Furthermore 
if a child being physically abused was referred on it was unlikely, without additional 
evidential circumstances confirming domestic violence, that domestic violence 
would either be considered integral to or in addition to 'child abuse'. If, as has been 
suggested, social services will in turn minimise domestic violence, the whole picture 




Parkinson and Humphreys (1998), have concerns for the incorporation of some 
situations of children living with domestic violence into child protection proceedings. 
Particularly those focused on emotionally abusive behaviour directed at the mother 
that consequentially impact on the child. Not only is emotional abuse difficult to 
prove, but if care and protection proceedings were to be invoked then despite some 
potential benefits for children, there is a likelihood that the child's mother may be 
doubly victimised. Firstly by the abuser, but secondly by anticipated or actual State 
intervention to remove her children. The complexity of the procedural possibilities 
provides little evidence for teachers positively reacting to their 'gut feelings' 
(Chapter 5) or intuition. Even if associated with domestic violence, there is little 
evidence to suggest that referrals will be consistently handled to provide appropriate 
support for both child and mother. 
3: Strategies employed for containing 'concerns' 
Respondents from both areas spoke about the opportunity to contact social services 
for advice without actually referring on. If school respondents had concerns about a 
child and social services weren't fortnally notified, several varying in-school 
strategies could be adopted. One was to apply 'special needs' procedures assess for 
an Individual Educational Programme (IEP) and attempt to 'modify the behaviour'. 
In situations where the child's behaviour escalated then developmental special needs 
stages were applied, with the 'possibility of outside agencies for example education 
psychologist to see why a child is behaving in a certain way'. However as suggested 
in Chapter 7 domestic violence was not something that the educational psychologist 
specifically looked for either. Although throughout the 'special needs' process 
'parents' would be invited into school to discuss progress and 'it [domestic violence] 
may come out then', the previous chapter has commented on the problematic 
involved with inviting 'parents' into school. 
Another strategy was for senior management or child protection teacher to inform 
'home school liaison 35 workers in school, but noticeably when 'child protection', 
that is physical abuse, was also suspected. 'If there's a child protection issue I do 
home visiting for that reason'. Referrals would also come from other parents and 
33 Home school liaison worker is a collective term used here to incorporate all staff employed to forge 
and develop links between the school and the home and community. 
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agencies for example health visitors and Sure Start. Although the data is limited 
these strategies continue to suggest that domestic violence firstly is not 
independently considered a serious enough issue for children and only requires a 
formal response when a concern reaches a point when child protection procedures 
may be judged to be appropriate. Secondly that unless informed, either by those 
experiencing it or others who suspect it, there is minimal connection made between 
different forms of abuse. Furthermore it is possible that other agencies are also 
hesitant to make the links and recognise domestic violence (Chapter 7) and are 
reliant on schools as a conduit and a provider of further evidence for 'more serious' 
child abuse. Despite the encouragement for multi-disciplinary partnership working it 
is possible that this example illustrates a 'passing the buck' situation. 
A third strategy was to 'note' or 'log' information and 'track' students, particularly 
in secondary schools. This may commence during the transition time between 
primary and secondary when academic information is passed between key personnel 
in schools, however it was reported that any additional information can be informal 
and subjective with variations in both quality and quantity of information and 
structures for doing this. If staff also have concerns at other times and report to a 
HoY, pastoral teacher or child protection teacher, then a variefy of systems can be 
operationalised. These can be either directly to talk with the student, to contact 
parents or other professionals, for example the ESW, or keep a record of the 
6 concern' and alert other 'key' staff, or even make staffroorn announcements: 
So we make announcements, morning announcements sometimes. 'Will you be aware 
that such and such is happening' and 'so and so will need a bit of TLC Will you keep 
an eye on ... ? 'Deputy head-teacher Secondary school 
Although this quote (from the school where a student was killed as a consequence of 
domestic violence), illustrates a time effective process for communicating with staff, 
it limits information sharing to teaching staff, furthermore it raises finther issues 
regarding confidentiality and 'who needs to know'. 
Depending on the strategy and outcome, child protection procedures would proceed 
only in cases of clear 'child abuse' situations, otherwise varying forms and 
appropriateness of support would be implemented for children. 
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For education respondents in all six schools, any link between domestic violence and 
child abuse seems to be relative to the perception of the degree of seriousness of 
abuse experienced, which is usually associated with physical abuse. Furthermore if 
'serious' child abuse takes over from domestic violence, domestic violence can be 
overlooked: 
... I think people 
have tried to think about the fact that there are differences and it 
doesn't always have to be very clear cut with domestic violence, but some domestic 
violence certainly takes you right to thefar end ofserious abuse and you've got that to 
follow. P&T Secondary school 
Significantly, if domestic violence is presumed and not considered to be 'child 
abuse' then variously mothers, parent or family can be informed which 'is different 
to child protection, as you would hardly ever speak to the family'. There is also a 
suggestion that schools are reluctant to refer concerns on to social services as they 
perceive it may jeopardise the relationship that they have with both parents and 
social services if their concerns are unfounded (Maher 1988: 202; Adams 1995: 172). 
However Adams stresses the importance of schools to recognise whom their 'client' 
is. Although the schools' client is the child, in situations of domestic violence, the 
decision to refer or not could also have implications for other family members, 
particularly mothers. 
4: Fluctuating boundaries to disclosure 
Tite (1993) suggests that the application of a definition is the first step towards 
reporting child abuse, furthermore that the social processes underlying the 
determination of an intervention is determined by how definitions get applied. In 
this study if something other than 'child abuse' was recognised, ascertaining whether 
it is domestic violence was seen to be more nebulous or described as a 'grey area. 
One study suggests that disclosure of abuse can be broadly defined to include both 
the 'revelation of abuse to adults .... or by the adults' observation of the abusive 
behaviours and/or its effects' (Palmer et al 1999: 260). Despite the clarity of 
procedure around child protection 36 there was uncertainty expressed by respondents 
about the separation of boundaries between what was seen as a 'clear' child 
36 Although Tite (1993) suggests that there is little information on how teachers defte child abuse for 
themselves, nor is there sufficient evidence to indicate that the definitions they employ actually 
determine which cases they will process. 
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protection issue; being accepting of the 'normalisation' of child maltreatment; and 
the occurrence of domestic violence affecting a child: 
That's really the hardest thing, knowing when it's a cp issue and when it isn't. Because 
to be perfectly honest, it's perfectly normal; it's normalfor children to get clocked, and 
... so you've got to see the woodfor the trees sometimes and know what's serious and 
what isjust ... normal Early years teacher Priniary school. 
The 'normalisation' of child maltreatment referred to the acceptability of parents' 
propensity to physically control and discipline children. Although this study is not 
able to incorporate parents' 'reasonable chastisement' as a key area, the dilemma 
affecting the above teacher has been previously conceptualised as the 
'normal/abnormal' distinction (Wattarn 1997). Suggesting that if punishment, with 
the implication of a power relationship, is considered as 'normal', that it will go 
unreported, paralleling the underreporting of domestic violence. 
Consequently, domestic violence might be 'normalised' as acceptable and not spoken 
about not only by children experiencing it, but also by others: 
I hope that people don't think, 'that's a normal situation for them at home, you know 
there's a lot of arguing, or shouting or carrying on, what can you expect? ' P&T 
Secondary school 
Knowing and judging when what is observed is serious and what is acceptable was a 
dilemma for most respondents: 
It overlaps in some cases, but not in others. With some it is because the husband and 
wife are not happy together, ... that is where it stops, they argue . ... ... So in a way 
even though they [children] are not being hit, they're still sufferingfrom it They're not 
actuallyfirst hand suffering, they're not being hit but they're getting all the shock waves 
- in that respect they [child protection and domestic violence] should be together . ... ... It is all so intricately woven within, so in a way it should be together and should also be 
viewed separately, it's both really. Head-teacher Primary school 
This head-teacher was newly appointed and had 'never known' of a child living with 
domestic violence, and had minimal experience of child protection in her deputy 
head role at a different school. Her quote seems to exemplify her evolving thought 
process: thinking through the paradoxical situations, ranging from the 'normality' of 
parent's arguments and unhappiness affecting only them, to the complete 
overlapping of domestic violence with child abuse, which affects the child and 
finally back to distinguishing between adult and child abuse. Child (physical) abuse 
was more likely to be visible and invoke action; domestic violence (frequently 
involving a range of abusive behaviours) was more likely to be invisible: 
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... the kinds of things we would pick up in school where a child was struggling with behaviour or learning skills where domestic violence might be an issue, certainly 
initially is hard to detect. Teacher Primary school 
Although adult and child abuse can and does both occur in the same family, domestic 
violence was frequently perceived to be an adult behaviour, thus private and not 
relevant to life in school, unless known about and able then to account for the 
behavioural problems of the child. Alternatively, as previously discussed, in a 'no 
problem' or high achievement student, then with nothing to know nothing needs to 
be known: 
Schools though can be the safe place and some students may come into school and we 
won't see any signs at all. Nothing to know and I think that's the majority of cases. 
Had this young man not told me this, you couldn't tell by his face, because he's got all 
the defence mechanisms going. He's perfectly charming and smiley, a total poppet, 
he's really learnt how to keep people at hay, keep people happy. That's one of the 
hehaviours. I don't think we could really tell unless someone told us. P&T Secondary 
school 
If as this quote suggests even the most skilful and resourceful pastoral teachers 
experience difficulties in breaking down the barriers for some students, the question 
has to be asked 'how can educators be aware and recognise children living with 
domestic violenceT Furthermore 'do they need to know'? If the second question is 
answered in the affirmative can they still be working to safeguard all children? 
It is likely that children knowingly living with domestic violence are infrequently 
referred on to social services by schools and they will also have limited access to 
statutory services or support. Furthermore any emotional, psychological or mental 
abusive behaviour is seldom linked to domestic violence. Alternatively what is 
'observed' is likely to be either dealt with in school as a behavioural problem, or 
monitored until there is a change in the situation. The key issue is that some teachers 
in some schools are reluctant or unable to make the links between 'concerning' 
behaviour resulting from domestic violence that affects both children and mothers. 




3: Recognising children living with domestic violence 
1: 13arriers to telling 
Whilst acknowledging there is no consistent pattern to recognise, as domestic 
violence will affect individual children in different ways, rather than opening up a 
myriad of options, respondents conversely closed down the options leaving only one 
- that is, the need to be told. Moreover responses from both primary and secondary 
schools suggested that that the older the child is, the more difficult it is to 'know' 
what is going on in a child's life outside of school, and the greater the teachers need 
to be told. For most teachers, although they might have concerns about a child, 
particularly around negative behaviour that is incipient or escalating, unless they 
have information that domestic violence is an issue, then it is unlikely to be explored 
further with the individual child or the family (Chapter 5). Furthermore Lawlor, 
investigating the likelihood of primary school teachers believing children's 
disclosures of sexual abuse, suggested that teachers have to have personal experience 
of sexual abuse of a child in their class before they suspect that this may be the case 
for others (Lawlor 1993). 
Domestic violence was only one of many welfare and pastoral issues and concerns 
that respondents could be dealing with in school. Behaviour changes although 
reported as noticed and noted in a variety of ways, could be indicative of a 
multiplicity of problems 37 that may or may not be inclusive of domestic violence, but 
which can be risk factors for domestic violence (Cleaver 1998). Adams (1995) also 
suggests that many teachers may not perceive the school to be a 'child protection' 
agency. Although findings from this study infer that this assumption may now be 
less frequent, domestic violence has only recently come to the attention of child 
protection statutory agencies and even if known about may be not associated with 
child protection responsibilities. 
As previously discussed, very few respondents directly knew of children they taught 
or had taught who were living with domestic violence, but as one support respondent 
had suggested, 'students also know who to talk to' (Chapter 5). Similarly one 
37 Sinclair and Bullock (2002) found that many families in their study displayed an accumulation of 
problems, none of which was severe enough to produce a significant service response. 
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secondary school LM suggested that by concentrating on children's negative 
behaviour some teachers are unable to 'see' behind it: 
Teachers still tend to stick to the attention seeking and don't seem to look beyond that. 
At least now they're bringing the referrals to us and we can take it to others andpush it 
a littlefurther with other agencies. LM Secondary school 
From the perspective of the child, manifesting obviously 'different' behaviour may 
be a way of signalling distress and needing help, for others it has been alternatively 
conceptualised by refocusing on the child as a social actor. Kelly frames children 
living with domestic violence not as passive victims, but instead: 
[we] include in our developing understanding the fact that children are 
individuals who act and make choices, and who develop, in contexts of 
necessity, coping and survival strategies (Kelly 1994: 44). 
This implicates teachers knowing the 'whole child' and seeing the child not as being 
passive and 'done to', but as 'knowing' and social actors capable of making their 
own decisions but as one LM suggested not all teachers can or maybe need to do 
that: 
We do know about young people who are on the childprotection register. If it turns out 
that one of our students are them, and we would liaise with [name of cp teacher] again. 
... ... But I sometimes think that without that knowledge teachers are ... em ... not looking at the whole child. But then it's not theirjob, it's theirjob to leach isn't it, and 
to get kids to a certain level ... em. LM Secondary school 
Conversely children may want some teachers to know and not others. For one 
assistant (pastoral) head-teacher a student had confided in her and preserved the 
students' right and request to confidentiality in school. Nonetheless she was also 
aware that subject teachers, whose role of 'teaching' concurred with the 
understanding of the previous LM, were not able to comprehend the manifestations 
of the students' vulnerable situation. This was seen as resulting in progressively 
deteriorating behaviour for the student: 
And that child in school is sent to review, because she hasn't got her books, she hasn't 
got her pen, she's so ang? y with the world, you know. I've had her in here so many 
times and said, 'Look I can't change your situation [parents with drugs and domestic 
violence problems], you've got to learn to cope with that you know. ' She says, 'If 
people knew ... 'I say 'Do you want them to know? ' 'Well no. ' But she says to 
teachers, 'Ifyou knew what I have to do, what I have to put up with before I come here. ' 
And of course they don't, they're teaching a subject andyou know, in a sense they don't 
need to know. Assistant head-teacher Secondary school 
It may be that teachers do not need to know the full implications of a child's 
situation, but all teachers in this school had access to students' files, where it would 
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have clearly stated that she was on the 'child protection' register. However it could 
also be that these teachers held the opinion that their responsibility was to teach and 
the students responsibility was to be equipped and on time. Although in this school 
they ran 'a very tight pastoral system' there appeared to be little overlap with the 
academic departmental system. Nonetheless there was minimal 'seeing' of the 
student outside of her problems, in the wider holistic context where domestic 
violence and drug use are the problems and she is a child trying to cope (Rendell 
2000). Furthermore Bagshaw and Chung (2000) suggest that children may be 
reluctant to talk to teachers about personal matters because they represent a form of 
authority, even more so when children have been previously in trouble at school. 
Another student in the same school apparently didn't want any teacher in school to 
know, but instead of avoiding attention conversely demanded attention. Without 
information from either the student or an outside referral the respondent felt 
incapable of providing appropriate support and intervention, but also of referring on: 
We had a child in one year who every holiday kicked off because she dreaded the 
holidays. We tried and tried and tried, she would never make any comment, we tried to 
get help. But she would kick off the last day of term, so she would have us all herefor 
ages and ages and ages. She couldn'tface whate'ver was happening to her during the 
holidays. But we couldn't move on that one, because not even with the best listener in 
the world would she say ... you know. They're made tojeel guilty, they're made tojeel 
that they are part of it. Assistant head-teacher Secondary school 
What is impossible to know without consulting children is whether or not the 
attention that this student undoubtedly received was sufficient and appropriate for her 
particular needs. 
2: Ways of seeing 
In two secondary schools teacher's awareness of student's reactions in 'sensitive' 
issue lessons was often noticed and again recorded and monitored until another part 
of the picture transpired: 
Sometimes, like when we did the [name of the voluntary organisation] presentation, 
three young women's behaviour was observed and theyfound it very difficult to handle, 
so we kept an eye on them. They didn't want to speak to anyone. That was quite hard 
because we couldn't then go and say 'You behaved strangely in that session'. Just 
recently it came up that one was having trouble at home. The connections are there, 
but we do quite a lot ofmapping in school. P&T Secondary school 
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This example was of young women overtly displaying their emotions. Conversely, 
another example was given of students who avoided joining in discussions and 
opting out, opting out of school both physically through non-attendance and 
metaphorically by trying to remain invisible: 
I think you can get some children who opt out, opt out of eve? ything ... yeh. And that in itsetf is another cryfor help, nobody cares about me, nobody will miss me, nobody will 
bother ifI'm not there probably. SENCO T Secondary school 
Two female pastoral respondents mentioned observing aggressive and inappropriate 
use of language, and the use of non-verbal body language: 
I think you can see like body language in some students and you think there could be 
something there. It's actually only when you perhaps knowfor sure andfrom the way 
that some students would speak to some male members of staff, can actually highlight 
things as well. HoY 9 Secondary school 
There were various ways that individual teachers noticed and recorded, although 
informally, children's behaviour without making connections (Jones 1989). 
Moreover examples given, including those within PSHE programme or observations 
around school, suggested the likelihood that many other 'subject' teachers were 
unaware of the 'monitoring' process. Furthermore if teachers were disassociated, or 
disassociated themselves, from the pastoral system (Chapter 5), and were not 
specifically told the cause of concerns, they may not always know what they were 
expected to be observing and monitoring. 
Even with a raised awareness there is hesitation to activate concerns until teachers 
suspicions have been realised. Adams (1995) relates this attitude to a fear of losing 
control of the situation, whereby social services will take over. Nonetheless, Maher 
(1988) cautions that teachers waiting and 'making sure' before reporting may place 
children at a greater risk of further abuse. 
3: The importance of trust 
Various studies have suggested that to be able to trust an adult is essential to 
disclosure of abuse (Bagshaw and Cheung 2000; Featherstone 2004), whether as 
children or adults. This is particularly so for children who know that if they tell a 
teacher (or social worker) who is a 'mandatory notifier', the control that children had 
to contain the situation for themselves would be taken away. Furthermore children 
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often feel that by disclosing they are responsible for the 'family breaking up' 
(Bagshaw and Cheung 2000): 
Sometimes the kids have had bad experiences of social services and beg you not to 
report it because they don't want to be taken awayfrom home LM Secondary school 
Alternatively, Maher suggests that by telling teachers, who children may see as being 
able to control situations, they expect that teachers can control the ensuing process. 
This has implications not only for confidentiality, but also for some teachers who 
know that social services, as statutory agents of the State, will take over in situations 
of child abuse (Maher 1988). 
Recognising domestic violence for children was also connected to support 
respondent's awareness of parent's home situations (Desforges 1995). Three of the 
schools, primary and secondary, had female staff with a combination of school, 
home, community and family liaison responsibilities. Their long-standing networks 
with the local community suggested that they were trusted and respected by local 
women and organisations. In two primary schools these respondents provided 
educational and social facilities, one specifically for women, the other for all parents 
but recognising that it was typically mothers who attended. Both of the workers 
identified situations where they had been asked by other parents, the school's child 
protection teacher or other professionals, for example a health visitor, to follow up a 
concern with mothers they knew. Sometimes women themselves would be 
deliberately proactive in seeking out the worker to confide in, often wanting to talk 
for several hours. A trusting relationship was of paramount importance, particularly 
for one respondent who was of a similar South Asian origin to the women she 
worked with: 
Working with the community, itjust grows with thejob if the parents have got any trust 
in you and they know whatever they say here it will stay between myself and them and 
nobody else will find out in the community. Home-school support worker Primary 
school. 
One secondary school had a school and community development worker who had 
been employed at the school for almost 15 years. She also had very strong family 
and community links and identified this, as the previous respondent had, as an 
important factor in working firstly with the women as friends, before linking into the 
schools' procedure for supporting children: 
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Most of the women are myfriends in [town] so they see me as afriendfirst and then a 
worker and they can confide in me, they will talk about their problems. 
M If they talk to you and they say 'Don't tell anyoneT 
Sometimes they will say 'Don't tell anyone'. but I ask them if I can discuss it with the 
deputy head and then go to the house and speak to the woman as a friend and maybe 
thefather. With domestic violence you can tell as the child is withdrawn or rebels and 
tries to block it out. Community development worker Secondary school 
Trust was essential not only between individuals in school but also out of school with 
social services and the police. In both areas, social services departments had already 
been, or were in the process of being reorganised. This had an impact on liaison 
between organisations and quality of service that individuals in school perceived they 
were receiving. Nonetheless despite any ongoing reorganisation many respondents 
expressed mixed experiences of their involvement with and trust in outside agencies. 
One secondary senior teacher found the support from social services beneficial: 
If I am ... unsure and it's not a cp issue I will always get in touch with the social 
services to see if thefamily is known to them etc. etc. Senior teacher Secondary school 
In the same local authority, but in a different local area, there was less support: 
There was an involvement with social services, but the childprotection issue they didn't 
feel was strong enough to bring in any involvement at their level. Social services felt 
that he [pupil] was not at risk of domestic violence, but Ifelt he needed child protection. 
SENCO Primary school 
Mistrust was attributed by one deputy head teacher to a lack of understanding about 
teachers and social workers' roles: 
The weak link still is with social services directly, and there's often 
mistrust, because not enough teachers have shadowed a social worker's 
caseload and not enough social workers have shadowed teachers. We're 
much more trusting with other agencies. Deputy head-teacher Secondary 
school 
Gilligan (1998) comments on the virtual unacknowledgement that social services 
have of schools and teachers as professionals with most contact with children. 
4: Needing to be told 
Within a school there will inevitably be children affected by domestic violence for 
which there is little or no recognition. That is not to say, though, that children go 
totally unnoticed. Most respondents recognised their responsibility for enabling 
children to achieve their full potential, whether through academic achievement, or to 
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be 'happy well balanced people', or a combination of both. Teachers however were 
unlikely to know with any certainty, unless they were told, if children in their class 
were affected by domestic violence (Jones 1998). Nonetheless they were likely at 
least to know if they were experiencing difficulties, either through their behaviour, 
academic performance, or something as intangible as intuition. However better 
evidence on the vulnerability of children would mean that practitioners did not need 
to rely so much on judgement and intuition (Sinclair and Bullock 2002: 62). 
The findings so far suggest that classroom teachers of young children who have daily 
continuous contact and who have links either directly or indirectly with their 
families, particularly mothers, have the greatest opportunity of recognising children 
affected by domestic violence. Teachers of older children are less likely to recognise 
children as easily, unless they are experienced, have community links or also have 
pastoral responsibilities. 
However some respondents suggested that those whose role was predominantly 
outside of the classroom, either working with or supporting children or their families, 
had a greater opportunity to recognise and be told about children living with 
domestic violence: 
I think we'vefound out a lot more information in the past 18 months because we've got 
learning mentors. I think they'vefound out a lot more because they're actually a point 
of contact, they're available a lot more than the teaching staff. I think the teaching staff 
can be, in some ways, a little bit out ofwhat's going on HoY 9 Sccondary school 
The ways that respondents, frequently those with less teaching responsibilities, 
reported ways of telling about domestic violence were divided into two main areas: 
either directly from the children or others concerned about them, or via agencies. On 
a personal level the information would sometimes come directly from a child, or 
from the peer group and be communicated to non teachers (Featherstone and Evans 
2004): 
Sometimes they willjust out of the blue tellyou, sometimes it takes a long time. And 
something else I'vefound quite unusual, peer referral LM Secondary school 
Relatives, sometimes mothers, grandparents and other relatives would contact 
pastoral care staff. they came to talk about other issues and domestic violence would 
surface. Occasionally telling was implicit when 'fathers' came to school and 
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inadvertently inforniation had been given about a child and later it would be realised 
that he had not been entitled to the information and the child had been put at greater 
risk: 
Even in terms sometimes ofparents coming into school andyou're not absolutely sure, 
in divorce cases, what the legal guardianship is of students and are you talking to 
someone who actually has no right over this child? That's a big issuefor us, when 
parents are divorced HoY 7 Secondary school 
One LM described living with domestic violence as a child. She had been unable to 
tell anybody in her secondary school, despite experiencing long and frequent 
absences from school. Her description suggested that she would have preferred 
teachers to act on warning signs, instead of waiting for her to take responsibility to 
inform teachers: 
I would have loved somebody at [secondary] school to have recognised what we were 
going through and nobody did. There was never ever in school, did nobody ask me why 
my attendance was so bad Ijust got criticisedfor it. Id have got more than 5 GCSE's 
if somebody would have. Obviously I've fuýrilled my potential later in life, but nobody 
realised that I was trying to look after my little sister, or we'd moved into a bedsit or 
whatever. LM Secondary school 
At an organisational level other agencies, ESW, social service and police, had 
contacted schools, or pastoral respondents had been involved in case conferences. 
This information was more likely to be communicated to senior staff 
Having children from refuges in school was a very visible way of 'being told'. One 
primary school was situated in the area of a Women's Aid local refuge. Although 
other children in school were not told that some children were living in the refuge, 
school staff often were informed, particularly the school's administrator. Although it 
was not her role, she often took on an important liaison responsibility within the 
school between teachers and children and between the school, mothers and outside 
agencies. 
Although being intuitive was frequently referred to, what was intuited was more 
elusive. Additionally, it was reported to develop with experience and that newer, 
more inexperienced teachers would be less likely to 'know'. However this 
suggestion was not borne out by the LMs role, some of who had been in post for only 
a few weeks and in all schools were key people in supporting students. Teaching 
experience may be less significant than life experience in addition to the ability to 
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form relationships separate from the more normative, maintenance of classroom 
control: 
Perhaps it would be a good idea to have someone that wasn't the class teacher, in that 
ifyou wanted a more open discussion that they might be able to talk to someone not the 
class teacher who has to have them sit down, do your work, be quiet. Somebody who 
they could talk to on a different level. Administrator Primary school 
Even when there is an apparent awareness and intuition present, without clear and 
understandable procedures to follow it is uncertain as to what should be done with 
that 'feeling': 
I think very often ifyou do know what's going on at home it can give you a greater 
insight into why a student may be behaving in a certain way, but then I also think when 
you've been teaching a while you can pick up when a child ein I mean there's a girl I'm 
teaching now in Year 7. Now I don't know what's going on in her home life but I can 
pick up there's something, there's an emotional need there and I've been told she's got 
problems at home. But I don't know what those problems are, I haven't asked and I 
haven't been told, but I can pick it up. I can see there's something there and ... en; ... I 
think experience, you sort of learn how to handle these things. Really ... em J think it's a question of your own personal judgement as well. Sometimes you'll hear staff 
having problems with a particular child and then maybe they'll find out something 
about that child and they'll say 'If only I'd known that. ' But there again with 
experience comes a kind of sixth sense really when children ... I'm not saying all the 
time, sometimes children arejust naughty, but very often you can get to a point when 
you think there's something behind this, there's something you can't quite put your 
finger on. SENCO T Secondary school 
Even though this teacher had been told there were problems there was still a 
hesitancy and reluctance to get behind the behaviour instead relying on her 
experience to 'handle' the situation in class, despite recognising the advantages to 
having information of the wider picture. Although there may be others with more 
pastoral responsibility managing the issues with or for the child, sharing more 
information may for some teachers affect the classroom experiences for some 
children who may otherwise be perceived as 'just naughty'. Alternatively, should 
knowing more about children have to be shared, so that all children are treated 
respectfully and equally in school? 
Nevertheless for those teachers 'managing' concerns, being told either directly or 
indirectly, was the missing piece of the jigsaw. Other signs that had previously been 
noted or observed took on a new significance: 
... they may come forward to me as their teacher, they may come via a head ofyear 
saying, 'I think there's something going on, will you have a chat? ' and they want me to 
go in as that counselling role. Sometimes youfind out that that's why a child has been 
truanting a lot. There's been some crisis that hasn't been disclosed and it may come 
through the truancy. P&T Secondary school 
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Truancy and erratic attendance has been noted by this and other studies (see Kahn 
2003), as a key indicator of domestic violence and was also suggested by several 
respondents as a consequence of domestic violence. Chapter 7 will ftu-ther explore 
the important role of ESWs, but it is noticeable that many current governmental 
initiatives focus on the punitive reinforcement of school attendance issues, placing 
responsibility on to parents, or mothers, as culpable, which is less than helpful in 
situations of domestic violence. 
5: Communication and Confidentiality 
Once being told about abuse to children there are further implications that other 
people will also need to be told. As discussed earlier in this chapter this will involve 
at least one person in school and maybe more. Although confidentiality is key, 
blanket confidentiality can never be assured although it is suggested that information 
shared be with the agreement of the child. 
Schools are complex organisations and vary in size with some primary schools 
having less than 200 children on roll, whilst some secondary schools exceed 2,000 
with over 200 staff working in them. Nevertheless they all require appropriate 
protocols for communicating and confidentiality (Lauren Wright independent report) 
Not only do schools acquire and store personal and sensitive information within 
school, but also reciprocate information sharing with other organisations and 
families. Although schools are increasingly being technologised with a considerable 
amount of quantitative data stored on computers, in this study more personal 
information passed between staff members was subject to less scrutiny and 
objectivity. The incremental accumulation of information, from a diversity of 
agencies, has been recognised in several studies (Tunstill and Aldgate 2000, Sinclair 
and Bullock 2002) as crucial for children and their families when referred to social 
services: 
It's difficult to know how much information to give about students to other teachers, 
because they [children] have their own dignity and confidentiality about issues. It 
normally, ... ifsomeone expresses a concern about a child not turning upfor school and 
you know that the mum has told you about a situation you may then say, 'There is an 
issue at home, can youjust bear with us on this? ' But you might not choose to divulge 




The two basic requirements for sharing information on a 'need to know' basis and a 
child's 'right to confidentiality' were recognised in all schools, but were 
inconsistently applied with agencies and often within schools. 
'Concerning' information was transmitted vertically to senior management teachers 
who were often reluctant to reciprocate information with other teachers or staff 
members, particularly in secondary schools. The need to know criteria was 
frequently decided on the merits of individual situations with usually no recourse to 
policy document. The recipients of this information were divided in their views of 
this interaction. Firstly, some would be satisfied with minimal information, as this 
would release them from any additional responsibility to be involved in a pastoral 
situation. Their responsibility was often limited to awareness that a particular child 
may need to be released from some lessons. For others, particularly if they had been 
the instigators of the cause for concern, withholding information equalled power: 
Normally in a domestic violence situation the knowledge is with certain members of 
staff who are aware and sometimes that is passed on to others and sometimes it is not. 
There are different levels of knowledge and the everyday staff wouldn't know. You get 
discrete packages of knowledge - some staff, they almost feel powerful in their 
knowledge and that they have been told. P&T Secondary school. 
Other respondents expressed concerns that they were not informed at all, when they 
perceived that they could be an additional source of support both to a family or an 
individual child. Without policy or procedural processes being explicit, these 
respondents expressed feelings of marginalisation. 
Other respondents particularly LMs, who through their relationship with children, 
families, or wider community held personal information, expressed concerns that 
they were denied the right to communicate additional information to teachers. They 
questioned their role in the context of their own professionalism, as they felt 
sometimes that other teachers would benefit from more specific information, but 
were denied that decision-making autonomy. At other times they would be totally 
supportive of some teachers receiving selective information, in anticipation of more 
detailed information becoming staff room gossip, ultimately putting a child at risk of 
increased vulnerability, dependent upon the teachers attitude and judgement: 
I think it can also depend on your relationship with the teacher, there are some teachers 
that I could say it to who would keep it and thankyoufor it. There are some teachers 
who would go bleating to the line manager. LM Secondary school 
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The process of passing on any information between the holders of information and 
those needing it was frequently referred to as being carried out as the consequence of 
another interaction, for example passing in the corridor, at a chance meeting, in 
between lessons. In one secondary school, morning staff meetings were utilised to 
give all teaching staff information about 'vulnerable' students. Very seldom was 
there any mention of an institutional structure being required or adhered to, although 
one secondary school held weekly pastoral teachers meetings. These were a support 
mechanism as well as information sharing. 
From the perspective of the school and the acquisition of any information regarding a 
child, opinions varied from knowing too much and not knowing anything. From a 
pastoral perspective some respondents had concerns that they were overburdened 
with extraneous 'personal' information from parents or carers that they were unable 
to deal with or they felt was not relevant to the situation. Many pastoral care and 
management respondents had concerns that they were viewed as a listening ear and 
counsellor, who could sort out the families problems, whilst the respondents 
concerns and responsibilities were primarily focused on the child. 
Communication between the school and outside organisations also varied. There 
were some excellent examples of partnership working, particularly with ESWs, 
although it would frequently depend on the personal relationship with an individual 
rather than the service. Partnership with social services was less favourable, with the 
most common criticism of professional cultural differences, although again 
individual relationships were crucial. Respondents in schools raised concerns 
including that social workers were not taking their considered opinions or concerns 
seriously enough, were not feeding back any follow on information or procedures, 
and crucially were often difficult to communicate with: 
There have been times when I've maybe satfor an hour before I've even been able to 
get through and straight away they've blamed mefor that, even though I've sat on that 
phone. For the whole of that hour I've left the class over there and had chaos over 
there, but they have blamed mefor that Assistant head-teacher Secondary school 
The decision making process for maintaining confidentiality rested entirely with 
senior members of staff, but without necessarily having procedural documentation or 
any whole staff discussion and consultation to support this decision. 
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How this confidential information was recorded varied considerably both within and 
between schools. For example LMs were required to 'log' every interaction or 
discussion with a student, no matter how seemingly trivial or inconsequential. 
Whilst other respondents would often describe keeping a mental note, pointing to 
their heads during the interview, and expressing a concern about knowing just what 
to record. Frequently senior pastoral respondents referred to 'logging' information, 
which was subsequently shared, whether formally or informally, but without being 
able to identify a clear and consistent procedure, information was also prone to 'get 
lost along the line'. This was often ascribed to the necessary brevity of information 
shared, and identified a potential flaw with this system. One secondary SENCO, 
only recorded data related to academic progress and relied solely on her memory and 
experience (Craft 1980: 340). However there were other examples of computerised 
record keeping devised by a secondary pastoral care respondent information, which 
was regularly communicated to other pastoral care staff, reviewed and modified. 
Each child currentlyý8 has personal records passed from one school to another, in 
most circumstances from primary to secondary. There are frequently many primary 
schools feeding into a secondary school and inconsistencies concerning the quality of 
the format of information particularly non academic were mentioned by respondents. 
In situations of domestic violence where children move frequently between schools 
often to different LEAs (Warrington 1999), there were instances cited where records 
had been lost totally (Sinclair and Bullock 2002: 41). Additionally, there were 
concerns that the child's previous school had inadvertently passed on information of 
the child's current school and thus geographical area to the abusive partner/father. 
ESWs also are central to this process with responsibility for liasing with schools and 
LEAs. Several situations highlighted the need for procedures of utmost 
confidentiality when abusive partners contacted the school in the guise of an ESW. 
School receptionists and administrators, often women, will usually be the school 
gatekeepers and without clear procedures and training and without thinking of the 





4: Providing support for children and families 
1: Supporting children 
Respondents who rccogniscd. domestic violence as an issue agreed that schools could 
support children by providing a place of safety and rcspite. One of the primary 
schools had obtained time limited funding for a 'quiet place', with workers to listen 
to children. Another primary school had an 'open door' policy to the head teacher's 
room and also provided a 'poorly chair' or 'quiet chair' in the administrator's office: 
Also I talk to them. I don't tend to ask them any questions about what's going on at home, we just sit and talk about school, just so they've got a bit of time to get 
themselves together really. Administrator Primary school 
The same school also admitted children from the local refuge and had developed a 
system for providing pump bags and PE kit, making sure they immediately received 
free school meals and providing 'buddies'. 
Secondary school respondents were also aware of the need for respect provided by 
offering time in a quiet space or 'sanctuary': 
I alsofind that they need aplace of respite, so if there's something going on outside of 
school they can actually come in knowing that they 're in a safe environment. There are 
people that will treat them as individuals and as important human beings, speak to them 
properly and so on.. I IoY 9 Secondary school 
Also by finding ways to develop self-esteem and confidence in students: 
I thought we are never going to get anywhere with this child. iffor the last 12 years she 
has been told that she's worthless, that she's useless, that she's going in a home. So I 
spoke to theform teacher, the learning mentor, the head ofyear, and I saig 'Whatever 
happens, any timeyou see this chi/4 find somethingpositive to say. ' Because we've got 
10 years to correct here. We're never going to do it in one day, never. Assistant head- 
teacher Secondary school 
LMs were also available in secondary schools to provide both academic support and 
access to other agencies: 
Once we've Identi(led there's an issue around domestic violence, yeh I can support 
them with their learning, then they can get other help LM Secondary school 
However the brevity of responses reflects that either schools were not able to provide 
support to children or respondents were not fully rccognising the role of school in 
fulfilling children's very basic needs. For example safety, security, belonginess and 
affcction, respect and self respect (Maslow 1968: 3). 
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2: Supporting families 
In two of the primary schools homc/school liaison workers offered a crucial facility 
for women by providing educational, social and confidential space which could be 
readily accessed as well as a counselling service. Although by accessing the centre it 
was suggested that domestic violence could reoccur or start: 
A lot of them have missed out on their education, or want to regain their education and 
I Ve noticed when they decide, they actually have problems the minute they start the 
Access course . ... ... But they havefound that they do get a lot offlackfrom home, from 
theirpartners. So I suppose I can give them directions of where to go and support them 
academically, in like creche cover so they can do the studying Parent school partnership 
worker Primary school 
Jones noticed a similar reaction working with unemployed female school leavers 
when setting up a self help group, fathers sabotaged meetings and 'punished them 
when they developed their own self-confidence' (Jones 1989: 199). 
Similarly a worker in another primary school illustrated the difficultics for her that 
could occur if she was seen to be providing support: 
They [the head-teacher] tried to keep me out ofit. They knew [perpetrator and his family 
would say) ... she's the one who's done it. I lome school support worker Primary school 
Practical support from a head-teachcr had enabled a woman and her children to 
escape to a refuge. The school administrator recalled giving a family who were 
leaving a refuge some of her furniture: 
Probably because I had got to know them, most of the refuge families don't stay very 
long, tend to come and go fairly quickly, but this family didn't and they had been 
around quite a while. Administrator Primary school 
One worker relying on her instinct provided help for women who were unable to talk 
about their domestic violence: 
... and there might often be students [women] not telling me anything at all. You know 
they need support, you know they need childcare, you know they need the children 
picking up. So we have a study room up in school, which is something we're very 
gratefulfor. Quite o)? en you know it's down to gut instinct, you know there's something 
wrong, but you might never find out. So that's another way we support them Parent 
school partnership worker Primary school 
LMs and a teacher who had extensive links with mothers throughout the school also 
identified practical support: 
I give moral support, obviously, and a shoulder to cry on. But at the same time I think 
they are best served if I direct them on to somebody who can really help them Early 
years teacher Primary school 
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However in another primary school there appeared to be few tangible ways of 
providing support: 
And I don'tfeel there is adequate level ofservicefor these people to maintain their setr- 
respect and sense ofability as a parent, which they desperately need. And I think ifthat 
area were dealt with sensitively and effectively [in school] it would be a more sensible 
and productive way of treating these issues, rather than just leaving people toflounder 
around and suddenly you Ive got this enormous monster of a problem. SENCO Primary 
school 
Respondents in secondary schools were less optimistic, as their comments suggested 
that their role, responsibilities and skills were focused more on the child and less on 
the family, reflecting their role and responsibilities as discussed in Chapter 5. 
I don't think we're actually qualified to be helping the parents, I really don't . ... ... We have had instances where one child's been offbecause somebody went to the house with 
a gun But it would have to be the parents approaching us and asking us. I wouldn't 
particularlyfeel it was my duty to go and sort out all their problems, it isjust whatever 
is relevant to the child. 1 loY 9 Secondary school 
Although primary schools appear to be able to offer more practical support to women 
the previous responses are very individualised situations. Respondents in all schools 
had difficulty in considering specific support they might offer both children and their 
mothers living with domestic violence. However it was apparent throughout the 
fieldwork that individuals in school do offer support to students in a multitude of 
ways. It may have been that drawing on their (in)experience of really knowing 
children living with domestic violence it was perceived that they should be offering 
something 'different' and separate from what they arc already doing. The question 
still remains 'do teachers really need to know if children are living with domestic 
violence before they can be helped? ' Although it will be explored further in Chapter 
8a more pressing issue is 'are individuals in school working together to know and 
educate the whole child and exemplifying a positive whole school ethosT 
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5: Including Domestic Violence in the School Curriculum 
I think it is important I say to kids that they are in schoolfor two reasonsfor education 
and how to grow into nice, well-adjusted adults who can get by in the world. Even if 
they never encounter or experience domestic violence, then they are going to know 
people who have and they are going to have children. It is so secretive and we should 
talk about it more. Ido think it is important. SENCO T Sccondary school 
This study combines enquiring about both the recognition of and strategies for 
dealing with issues for children living with domestic violence and the potential for 
developing all children's skills, knowledge and attitudes necessary for prevention. 
Of particular importance is the role of school in addressing attitudes of children and 
young people in relation to the acceptability of gendcred violence (Burton et al 1998; 
Dublin Women's Aid 2000; DTI 2003). The school has been located as key in 
'preventing domestic violence happening in the first place through changing public 
attitudes (particularly among young people)' (Home Office 2003). 
The school is seen as an appropriate location to undertake this work given its critical 
role in imparting culture and transmitting key learning skills (Szirom 2000; 19). 
Prevention strategies in the past have frequently focused on 'stranger danger' (Jones 
1989), keeping safe and telling adults (Adams 1995; Featherstone and Evans 2004). 
More recent strategies now cmphasise self-esteem, empowerment, protective factors 
(Wolverhampton DVF 2004), challenging the existence of abuse (Morley 1999), 
protection, prevention and support and understanding abuse as a gendered concept 
(Lceds IAP 1996). Addressing domestic violence in the classroom also opens up 
opportunities to children being recognised and supported more readily and 
contributes to a non-violent and positive relationships approach to a whole school 
ethos (Lceds IAP 1996). 
1: Attitudes to the Inclusion of domestic violence In the curriculum 
Although the majority of respondents considered it important to educate all children 
about domestic violence issues, there were significant differences in secondary 
schools between the respondents who held a teaching role, those teachers with 




Responses from primary school respondents displayed fewer differences. The 
predominant concern focused on the need for integration with other subjects so that it 
was not an 'add on' and to make it relevant for all pupils: 
... but not to be seen to be a big thing that sticks outfrom everything else. Head-teacher Primary school 
It was unclear whether this hcad-tcacher was concerned that domestic violence 
needed to be integrated so as not to offcnd the predominant Asian community, or 
seem insensitive to the 'rcfugc' children in her school, or for educational reasons so 
that it matched the developmental needs of children. However it did concur with a 
whole school philosophy that could be embedded in PSHE. An early years teacher 
was also very clear that domestic violence was an issue that all children should be 
educated about, as should all 'sensitive issues: 
... I think it should be up there with all the other things, but so much else is not explicit 
either ... I think it should be more explicit, but equally I think other things should 
be 
more explicit as well. Early years teacher Primary school. 
However for some secondary respondents it was less universal. Firstly there were 
concerns for those spcciric children who were affected by domestic violence: 
... that sort offrightens me "ally ... em ... I think that could 
be very difficultfor a child 
who was experiencing dv ... mineflleU minefleld SENCO 
T Secondary school. 
Conversely another teacher in the same school expressed reservations about the 
relevance for children who were not directly affected by domestic violence, but also 
questioned the validity and relevance that school might have for children in general: 
So ifthey see violence and all these things taken on as subjects in school it's going to be 
left there. That's the nature ofour students as well, they learn something in school 
that's do with school and exams and the teachers, once they're out that gate that gets 
left behind. I Icalth Education Co-ordinator T Secondary school 
Although this respondent often stated that she enjoyed her job, this was a sad 
reflection on the achievements of this inner city school, as reflected by OFSTED and 
attainment target results, and significantly her relationship with students. 
One secondary HoY although personally supportive of domestic violence being part 
of the curriculum, rccognised the reluctance that some teachers might have to take on 
another curriculum issue into an already packed timetable. She identified three 
factors, firstly the dilemma of teachers taking on additional social and weUare 
concerns affecting children, secondly that those issues may be outside of their 
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experiences and knowledge and thirdly that teachers would have to take the 
responsibility to educate children: 
There's a feeling from a lot of teachers, I suppose that as teachers we're dealing with 
far too many outside Issues. And I think there's a point sometimes where we get to -'Is 
everything our responsibility? ' I would say, maybe because of my backgrount4 that 
because of what Ideal with on a day today basis as ayear head. thatyes these are our 
responsibilities and they're absolutely vital And if we don't deliver them then nobody 
else will .... I loY 7 T&P Sccondary school 
This reluctance for some respondents also rested with a perception of difference in 
intcr-gcnerational moralities and values between teachers and their students, and 
socio-economic and cultural differences between teachers and families. This was 
sometimes compared to concerns and difficulties experienced when teaching SRE. 
However the Leeds IAP evaluation clearly demonstrated that staff had observed 
'changes in children's attitudes and classroom interactions' and significantly children 
had become conversant with key concepts of power, violence and gender (LIAP 
1996: 16-17). 
Secondary school teachers with pastoral care responsibilities responded more 
positively that domestic violence should be included in the curriculum for all 
children so as not to further stigmatise or isolate children who were affected by 
domestic violence: 
I think It's vital that (fyou're doing any education about it (domestic violence] that it's 
delivered to all students. Deputy Ilead-teacher Secondary school 
The awareness of the importance of domestic violence in students' lives was 
considered necessary for two reasons. Firstly, it provided the opportunity for 
children experiencing domestic violence to recognise that they were not alone and, 
through the educational process, to equip them with coping strategies: 
... we don't want them tofeel uncomfortable. The message is that they are not the only 
ones and that there is somewhere they can go to seek help, to give a much morepositive 
image and to show there are ways ofcoping with this. Secondary school 
Secondly, it was considered important to encourage all children to develop an 
awareness of the prevalence and pervasiveness of domestic violence, both for their 
own current understanding and also for their own future development as parents. 
Howcvcr domestic violence is just one of many issues that teachers are being asked 
to consider including in the timetable and to have an awareness and knowledge of 
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The juggling of the statutory requirements of the curriculum and the additional skills 
and knowledge required to tcach sensitive and sometimes controversial issues was 
something that concerned them all. It was difficult to ascertain with any ccrtainty 
from the responses whether concerns were related to pedagogy and methodology, or 
whether the identificd concerns were given to obfuscate more critical concerns about 
being sufficiently skilled to handle a resulting disclosure situation and to challenge 
gender stereotypes. Moreover it is possible that some of the teachers had personal 
experience of abusive relationships as children or adults and had concerns for 
themselves. 
Other respondents with less teaching responsibility, predominantly LMs and 
governors considered that it was important to educate about domestic violence and to 
make links with other health risks including drug and alcohol use and with lifeskills, 
but significantly they did not include gender awareness. Specifically for affected 
children to be enabled to develop an awareness that they were not on their own, 
domestic violence could and should be named and children did not have to tolerate it. 
LMs particularly cmphasiscd the priority that should be allocated to educating about 
domestic violence throughout a child's school life, starting early: 
Ijust think to mysetr'why isn't something done about this at an early age? Why isn't 
it part of the curriculum? Why at primary school age don't they set something in 
motion to carry on right through the schooling? ' LM Secondary school 
2: Where In the curriculum? 
All respondents were asked 'Which areas of the curriculum is or could domestic 
violence be taught inT PSHE was most frequently identified, closely followed by 
Citizenship, Religious Education including moral and spiritual education and for 
primary schools in assembly time. Although previously there had been concerns 
related to teaching SRE it was considered to be the most relevant area of PSHE as 
well as linking into 'bullying', 'gender issues' and 'stereotyping'. At the time of the 
fieldwork the revised PSHE and Citizenship guidance had not been implemented. It 
is now noticeable that unlike the current DfES guidance for PSHE (2000) domestic 
violence had been previously incorporated into 'family life education' at KS4 (NCC 
1990 Health Education). Other less obvious, but equally relevant curriculum areas 
included history, maths and statistics and geography, in addition to skill development 
particularly communication and negotiation skills. 
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In secondary schools, English, media, drama and performing arts studies were the 
predominant other cross-curricular areas where 'contentious' issues, including 
domestic violence, had at times been successfully integrated. Using literary texts for 
example 'Spring and Port Wine' and specific teaching about sexual harassment, to 
raise awareness and address stereotypical attitudes. 
None of the three primary schools deliberately included domestic violence as a 
planned issue into the curriculum, although one had previously participated in a LEA 
led Drama project. Responses instead suggested a more reactive curriculum 
approach, if the issue arose, for example through circle time, then, if relevant, the 
discussion would be taken further. 
Two primary school respondents made particular mention of the importance of a 
whole school approach. Firstly, a SENCO teacher referred to the importance of 
working with parents to address models of adult behaviour: 
Obviously it's models, by the way adults behave. It should be the whole ethos of the 
school tofind effective ways and working with parents in making them see that clipping 
them round the ear-hole is not .... SENCO Primary school 
Secondly, a parent-school liaison worker commented on the attitude of some teachers 
to a local campaign that had becn. prcviously advcrtiscd in the school: 
When the Zero Tolerance Campaign came out and we had posters round the school. 
before we amalgamated, and teachers were asking me to take them down. Theyfound it 
quite offensive. Parent school partnership worker Primary school. 
Both of these respondents valued a whole school approach incorporating aspects 
other than curriculum. Several other respondents had made connections with other 
curriculum, welfare and policy areas particularly bullying, behaviour and SRE. 
Nonetheless there appeared to be a cognitive gap in recognising that there could be 
other facets of school, for example, how individuals relate to each other, that 
educating about domestic violence might impact on. 
3: Who would teach about domestic violence in school? 
Although two secondary school teachers identified a curriculum area where domestic 
violence or related issue had been deliberately included in the curriculum most 
teachers would only want to teach about it if they were confident and comfortable 
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with the issue and fclt they had sufficient knowledge. Two other essential and 
interrelating factors suggested were: having a greater awareness of the importance of 
domestic violence for students and feeling skilled and experienced enough to deal 
with any subsequent support or disclosure issues. Training and support needs have 
consistently been recogniscd as a pre-requircment by other schools and initiatives 
(LIAP 1996; Szirom 2000). Szirom. suggested in her Australian study that 'some 
school staff questioned whether the education system was the appropriate avenue for 
addressing domestic violence, with teachers expressing concern about their capacity 
to handle disclosures in the classroom (Szirom, 2000: 23). For one teacher there was 
also a risk involved trying something different but interestingly towards the end of 
the interview he requested more information to enable further thought and planning: 
I haven't got the experience andpersonal skills to do it - it would bejoint. I am not 
keen on bringing outsiders in and leaving them to it, I think it can work but it is too 
risky. It would take quite a lot oftime to plan it. Are there such people around?. PSHE 
T Secondary school 
For the majority of both secondary and primary respondents, with a teaching 
responsibility, who favoured teaching about domestic violence, a multi-disciplinary 
partnership approach was the preferred strategy. Either in-school collaborative 
teaching with LMs or with workers from 'domestic violence' organisations, refuge 
workers, police and health professionals. However reasons for collaborative 
teaching may have rested more with prioritising ability, attitude and needs of the 
teacher, than on any benefits it might have for students: 
Some ofthese Issues being taught by teachers within school, they're not a1wM the best 
people to deliver them either. It depends on how seriously or how importantly people 
place (it], and oj? en in schools, these sorts of issues are lost because teachers are busy 
doing other things, and don't see these sort of social education issues as being that 
Important. I IoY 7 Secondary school 
PSHE in this school was delivered by all form tutors and as a model can be highly 
successful and beneficial, however, Chapter 3 has outlined some of the 
disadvantages, including the one identified here of teacher inertia and low interest 
towards a less academic or 'contentious' subject area. Another teacher agreed that 
school and the curriculum was not the best place to educate about domestic violence 
placing responsibility with parents and youth clubs: 
Is that the Job for teachers, another Job for teachers that takes them away ftom 
teaching? ... Nothing Influences them as much as outside. I don't think that schools 
shouldn't address them at all. but it needs to be addressed in society. Maybe youth 
clubs, anywhere students go of an evening that they don't see as school. I don't think 
we could solve it by spending an hour a week ... I think it's out there, parents need 
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educating and maybe the likes of youth clubs and things outside of school. T&P 
Secondary school 
Although this teacher was inadvertantly advocating a community wide approach to 
educating about domestic violence, the essence of school as educator of the whole 
person was negated. 
For primary school teachers, the most common response was that they are the most 
obvious people to teach about it. On further reflection, however, they advocated 
inviting in 'experts' favouring a collaborative model between 'expert' and teacher. 
The advantage being that the teacher could also learn from the 'expert': 
Better for the experts to do it. You're not really an expert and you are oying to get 
across a very important message about life skills. To have people from an outside 
agency would be great, you could listen to how that person dealt with questions andyou 
could learn with them and how to deal with the children. It would be doubly good. It 
would make youfeel a lot more confident in yourseIr Teacher Primary school 
Despite this respondent exemplifying the benefits of ongoing professional 
development, the two previous respondents could be interpreted as portraying a more 
negative aspect of how teachers may value themselves. The first suggesting that 
school, and presumably her role in it, offers a limited and largely irrelevant education 
that students discard when out of school. The second devalues her holistic role of 
educator and capacity builder for children. Gilligan however more optimistically 
suggests that many positive school experiences can promote self-esteem and 
resilience in vulnerable children. Quite apart from school prevention programmes, 
he considers that 'the mere perception of schooling as positive may be protective for 
the young person at risk' (Gilligan 1998: 15). Furthermore the positive effects of 
school may be due less to what is taught than to the schools impact on 'children's 
attitudes to Icaming, on their self esteem, and on their task orientation and work 
strategies' (Rutter 1985: 607). 
Non teaching respondents also were less positive about teachers being involved in 
delivering domestic violence issues in school: 
I don't think the best people would be teachers. Thefear ofit being passed on [possible 
disclosure from children] I would think it would be a specialist to come into schooL 
Someone the pupils don't have a barrier with An outsider wouldn't know things about 
your personalfile. LM Secondary school. 
In addition to confidcntiality and interpersonal relationships between teachers and 
students being a concern, one governor was sympathetic to teachers' already busy 
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workload and suggested instead a peripatetic service similar to music and drama. A 
LM suggested the LEA officer who had co-ordinatcd the Drama project, as it would 
bc advantagcous for the childrcn and the staff: 
Why aren't women like her [name] coming in here and speaking to everyone? Starting 
with the staff. what I was saying about verbal abuse, goes on with the staff too. LM 
Secondary school 
Most of these responses suggest a profound reluctance for teachers to be teaching 
about domestic violence, both from themselves and from others. Chapter 7 discusses 
multidisciplinary responses and suggests that there are many 'domestic violence 
experts' who are willing to be more involved in working with schools, both 
pastorally and with the curriculum. Nevertheless it is also noticeable that there is a 
distinct lack of training and advisory support available for teachers (Stalford et al 
2003). However some responses in this study suggest that there are many barriers to 
be broken down before teaching about domestic violence could become widely 
accepted by all, which is particularly important where schools are delivering PSHE 
and Citizenship through the pastoral tutor led model. 
6: Conclusion 
This chapter has analysed responses from school respondents and examined in 
greater detail the intersection of the three paradigms of children, domestic violence 
and school. By firstly addressing the relationship between child protection and 
domestic violence the analysis suggests that, although conceptually domestic 
violence might be considered a child protection issue, aspects of it, particularly 
emotional, psychological or mental abuse arc in practice marginaliscd and seldom 
linked to domestic violence. Furthermore it is suggested that a filtering process 
operate at both the school and social services level resulting in children having 
limited access to statutory services or support. Instead what teachers notice is likely 
to be either dealt with in school as a behavioural problem, or monitored until there is 
a change in the situation. Significantly some teachers in some schools are reluctant 
or unable to make the links between 'concerning' behaviour resulting from domestic 
violence that affects both children and mothers. 
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Although waiting to be told about domestic violence could result in life threatening 
situations, and in one school this had happened, teachers are dependent on others, 
either children or agencies, to make disclosures. However there are a variety of 
factors that mitigate against this, particularly the need to trust someone, and concerns 
relating to confidentiality. Two strategies of tracking and monitoring 'vulnerable' 
children and utilising workers in school who have a more trusting relationship with 
children and their families are ways forward in some schools. 
Classroom teachers of young children who have daily contact and who have links 
either directly or indirectly with their families, particularly mothers, have the greatest 
opportunity of recognising children affected by domestic violence. Teachers of older 
children are less likely to recognise children who are living with domestic violence 
as easily, unless they are experienced, have community links or also have pastoral 
responsibilities. Respondents with few teaching responsibilities and with home 
school links together have the greatest opportunity although they are rarely in contact 
with each other. 
Respondents in all schools had difficulty in considering specific support they might 
offer both children and their mothers living with domestic violence although primary 
schools were more likely to offer practical support. However individuals in school 
do offer support to students in a multitude of ways and it does not have to be 
significantly different for children living with domestic violence to benefit. What 
may still need to be developed in some schools is a common philosophy of a whole 
school ethos that values and respects all students, parents and staff. 
When considering whether schools should be educating about domestic violence, 
there was a noticeable reluctance amongst teachers to want to do this and amongst 
other respondents to have teachers do it. Training and support are desperately 
wanting and will be discussed further in Chapter 8. Szirom (2000: 23) notes that a 
'senior high school' is a complex and somewhat rigid social structure and can be 
very difficult to tap in to, particularly when trying to integrate domestic violence into 
a curriculum, which is already established. 
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Chapter 7 moves the analysis into a consideration of how other professionals outside 
of school interact with schools and draws on their perceptions of schools in relation 




Children, Domestic Violence and Collaborative Workin2 
1: Introduction 
Whilst this research study is focused specifically on the role of schools in relation to 
children experiencing domestic violence, it also aims to contextualise schools in a 
wider multi-disciplinary setting of supportive and interventionist working at both 
strategic and operational levels. 
This chapter explores the role and responsibilities of various multi-disciplinary 
professionals working with and on behalf of schools, firstly in seeking to recognise 
and support children experiencing domestic violence and secondly to inforra and 
raise awareness for all children about domestic violence. The selected respondents 
form several outer but interconnecting layers of individuals, sharing a common 
function in being able to make a difference to children living with domestic violence 
and also their mothers. 
The chapter firstly discusses the empirical findings in relation to respondents' 
perceptions of the role of school with particular reference to the inclusion of children 
living with domestic violence. Secondly it investigates respondents' understanding 
of domestic violence and how domestic violence impacts on children with particular 
attention to children's education. Thirdly it examines the conflict and tensions 
inherent in the wider child protection process, and between woman and child abuse. 
Finally this chapter considers some of the factors necessary to enable working 
together both with schools and between professionals, including the inclusion of 
domestic violence in the curriculum. 
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2: The respondents 
For the majority of non-school respondents in this study, their work is focused on 
either children or domestic violence, for a few is located in both. Although, for all 
respondents, working with or on behalf of children was encapsulated in their 
professional role, the degree to which this was so and their direct interaction with 
children varied. Some respondents worked directly with children as service 
providers either in the statutory or voluntary sector, for example, school nurses, and 
children's workers in Women's Aid refuges. Others, for example two local 
education authority inspectors 38, had roles involving responsibility for both 
inspecting a group of schools and for PSHE advisory support, curriculum training 
needs and professional development of teachers and governors in all schools. Other 
respondents, all from the statutory sector, were entirely removed from direct service 
or support provision for children, although at some time in their careers most had had 
this experience. These respondents were local authority managers, senior officers or 
strategic planners and policy makers with social services, education service and two 
domestic violence co-ordinators with authority wide responsibility for domestic 
violence. Finally there were respondents from both the statutory and voluntary 
sector who provided a pragmatic response to adults and children living with domestic 
violence, such as the police. Some of the respondents roles may overlap and some 
have previous experience in working with children - as youth workers or in a school 
setting as teachers or governors, in addition to other social care related organisations. 
The data were obtained from a combination of 20 individual interviews and 3 
focus/discussion groups comprising 20 self-selecting members of the local Domestic 
Violence Forums. 
3: Recognising the role of schools for children living with domestic 
violence 
If school's not about educating children for life, then what is it about? (13) Assistant 
director Social services 
38 For both respondents interviewed with responsibility for PSHE in the LEA, this was only one facet 
of their responsibility, but they will be referred to as PSHE Advisers. 
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All respondents believed that school was the 'key and crucial' institution to educate 
and socialise children and teachers were 'key people in the lives of children', 
suggesting that their understanding of education incorporated a much broader 
interpretation than purely teaching for the national curriculum. Contrasting with 
some previous school based respondents, educating for life with particular emphasis 
on a whole school ethos was considered paramount. Furthermore there were 
concerns expressed related to convincing 'schools' that there needed to be a key 
pastoral post in addition to the named child protection teacher, to directly liase with 
in relation to domestic violence. 
Although respondents were from a variety of professional backgrounds and varied in 
seniority and their degree of direct interaction with schools, most suggested that 
schools could and should play a much greater part in all welfare and social care 
matters for children. Furthermore they suggested that schools were in a unique 
position to recognise, support and prevent domestic violence for children. Although 
there were some pioneering individuals and schools mentioned, practice was 
considered to be inconsistent. It was suggested that 'some schools are better than 
others', domestic violence was 'not high on people's priority as such' and was 
generally limited to schools situated near refuges or schools that had been involved 
in whole school development PSHE work. However they believed that any change 
in practice had often been at the instigation of other agencies or individuals rather 
than being self-motivated. Even so not all of these schools were seen to be making 
the links between 'having concerns', academic or otherwise, for children, and the 
possibility that domestic violence lay behind the problems they observed: 
If you've got a particularly aggressive child, it's very easy just to blame that child. 
Nereas not realising that they may be behaving aggressively because they may pick 
that up from this father or they're expressing their own anguish by being, you know, 
where they are taking it out when they can't do it at home. So they take it out at school. 
I don't know how you can teach without understanding some of those issues. (19) 
Manager Social services 
There was a variety of reasons given to justify why so few schools were undertaking 
the responsibility for domestic violence work with children, ranging from other 
'social and health' government priorities, inconsistencies with and between local 
authority and directorate hierarchies and school and teacher attitudes and awareness. 
Domestic violence was suggested as not a 'glamorous' area to be working in and one 
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LEA 'equalities' respondent reflected the 'poor cousin' status of domestic violence 
within other more clearly identified educational pressing needs of children. This 
suggests that without clear governmental support and the credibility given by 
policies, support and funding, schools would not be inclined to see or accept their 
responsibility: 
They'll go on literacy and numeracy, flock to them, loads of training, loads ofteople. 
All the Sex Ed stuff, Healthy Cities, bags and bags of money that the government is 
pouring into .... Domestic violence, we're working without any of that. 
(11) Senior 
equalities officer 
The system of funding allocation to schools was also considered to be problematic in 
relation to 'transient' children, where some children fleeing domestic violence had 
not been offered mid term places and their education had been severely disrupted 
(Kahn 2003). Although refuge children's workers purposely visited schools to raise 
awareness regarding children's needs when living in a refuge and changing schools, 
it was seen as something they were expected to do by schools: 
Education don't come to me, I have to go out and make thefirst contact. It's never the 
other way round unless there's a huge problem at school. Children's worker Women's 
Aid refuge 
Two education respondents with PSHE Adviser responsibility also reflected the 
government's and thus their own professional priorities for offering support in 
developing curriculum work with schools. Domestic violence was not considered 
within the National Healthy Schools Standard (NHSS) framework, prioritising 
instead 'health' related issues such as SRE, drugs education, healthy eating and 
'safety'. Additionally responses from an education child protection co-ordinator 
commented on the suggestion of partnership working with the advisory service: 
The [PSHE] Curriculum Advisory team didn't want to deal with domestic violence 
issues. It wasn't in their brief, itjust wasn't there. (5) Child protection co-ordinator 
Nonetheless respondents, particularly from focus groups, stressed the necessity for 
schools to take responsibility and integrate domestic violence into the curriculum 
through PSHE and Citizenship. During a focus group discussion on the police role in 
schools, a police domestic violence co-ordinator reflected and realised for the first 
time that there was potential for police officers to be involved with educating about 




For senior managers, schools hesitancy in undertaking domestic violence work was 
also paralleled by their own interaction with other senior managers in the education 
directorate. For any positive changes to be made, principles and attitudes had to be 
influenced at policy level at individual directorate, cross authority and, preferably 
governmental. level. One domestic violence co-ordinator particularly commented on 
'education' when planning a local authority wide policy: 
Educationfeels that they're out on a limb and do keep themselves to themselves rather 
more perhaps than the other directorates. Domestic violence seems to be quite low on 
their list ofpriorities. (2) Domestic Violence co-ordinator 
Another education respondent empathised with a schools' perspective suggesting that 
the 'abusive' way that teachers had been recently treated by national changes 
resulted in their limited 'capacity to look towards the needs of children' (Principal 
Education Psychologist). 
Several respondents resonating with some teachers' responses (Chapter 5) suggested 
that a teacher's role, particularly in secondary school, was not that of a 'social 
worker', which was later contradicted by a focus group respondent: 
I'd be amazed if a teacher said 'I'm here to teach and I'm solely here for academia 
[purposes] and I don't get involved. Because I understand a teacher's role to be abut 
part of the socialisation of the child as well. It's notjUst about giving them facts and 
figures is it? Focus group I 
Furthennore a police domestic violence co-ordinator emphasised that whilst many 
agencies outside of school were working to raise societal awareness of domestic 
violence, most schools were ignoring the issue and questioned teachers role and 
responsibility as members of society as well as professional educators. 
Respondents in all three focus groups were concerned that education, schools, 
teachers, school nurses and youth workers were underrepresented on Domestic 
Violence Forums (Hague et al 1996). Where there was education representation it 
was limited to officers whose attendance was frequently inconsistent and was not 
linked into schools networks. However it was acknowledged that the timing of the 
meetings was not compatible with a teaching timetable and needed to be addressed. 
These responses illustrated two very clear discourses of responsibility. The first is 
that school and teachers have a role and responsibility to educate and care for the 
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'whole child'. However it was suggested that when considering domestic violence 
that responsibility was not yet being achieved. The second is the responsibility of 
actualising the combination of educating and caring that was implicit in a citizenship, 
moral and social responsibility model of education irrespective of institutional policy 
and strategy. Furthermore it was a responsibility that some of the respondents could 
be mutually supportive of, involved with and affect. The facility of 'outsiders' to see 
beyond the school and sometimes to justify or defend why schools weren't applying 
themselves to the problem of domestic violence for children, contrasted with some 
previous school based respondents' reluctance to consider the issues. 
4: Understanding domestic violence 
Making sense of and understanding domestic violence is a necessary prerequisite to 
any successful intervention, either from an individual, professional or a multi- 
disciplinary perspective. Similar to school respondents, a common definitional and 
theoretical standpoint enables an improved situation for a quality professional 
interaction for and with children. 
Most respondents displayed a comprehensive understanding and awareness of the 
range of violent and abusive behaviours and impact of domestic violence for adults 
and occasionally included children. Many referred to a professional, organisational 
or mission statement, or several39, which frequently differed from a joint Forum's 
definition, which in turn differed from the 'gender neutral' Home Office definition. 
Moreover a gendered concept, located in an inappropriate use of power and control 
was fundamental to their own and organisational understanding: 
... because it's on the basis of a power relationship, it's usually a man to a woman, and 
then the children are involved as well. (19) Manager Social services 
Domestic violence as a continuum (Kelly 1988) underpinned by power relationships, 
was discussed at length in the focus groups, particularly making a distinction that 
inherently located male control within a current or former relationship. Although 
female to male abuse was acknowledged, it was seen as qualitatively different from 
male to female violence. Other respondents incorporated elder abuse, same sex 
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violence, people who were not in a (sexual) relationship and relationships between 
two people who have never lived together. Two 'refuge' respondents augmented a 
gendered understanding to include other named adults abusing women, including 
parents, brothers and also women's own children: 
... more and more we've got Mums in 
here who are escaping domestic violencefrom the 
children. (18) Children's worker Women's Aid refuge. 
However there were inconsistencies between non-educational respondents and those 
based in education. Two of the education based respondents held a more limited and 
less conceptual understanding of domestic violence and did not have an 
organisational definition: 
... between members of... family in its widest sense. Those people who are cohabiting 
together ... (8) PSHE advisor 
Another two education respondents, a principal educational psychologist and a 
principal education officer with assumed responsibility for co-ordinating LEA 
domestic violence work, held an even less precise and confident explanation. Their 
cautious responses focused on a concept located in typical dysfunctional 'family 
relationships' model, did not refer to an organisational definition and displayed 
minimal professional or personal understanding: 
Abusive relationships between, I suppose, between adults and maybe with the children. 
Nat do you mean? ... Signal to shut up, don't do this. It's adopting similar 
conventions that happen in any family anyway, because there are codes of 
communication ... (12) Principal educational psychologist 
Respondents distinguished forms of domestic violence that included not only 
physical, sexual, financial, emotional, mental and psychological abuse that women at 
some time might experience, but also some that were particularly relevant to a 
minority ethnic community: 
For example within our Asian community, there are a number of women who are 
controlled simply by virtue of the fact that their partner, husband, has done nothing to 
sort out their immigration status. And they know that and they know that if anything 
ever happens they will be told 'You don't have indefinite permission to reside, you're 
not entitled to supportfrom publicfunds. ' I think there are a number of men who use 
that as a totally inappropriate way of controlling a woman. (13) Assistant director 
Social services. 
For one respondent however domestic violence was seen as both caused by, and a 




cause of, social deprivation, stress and unsociable behaviour: 
Domestic violence is a cause ofperhaps other things as well. There are people who are 
just violent, but there are people who are perhaps violent because of various things that 
are going on in their life as well. Things like poverjD4 poor housing, overcrowding, 
alcohol abuse, drug abuse, all things thatputpressure on ... (14) School nurse 
5: Children, domestic violence and schooling 
The majority of respondents held a personal or professional understanding of 
children's experiences of domestic violence, although children were not explicitly 
named within most organisational or Forum statements. They suggested that 
children could be both directly physically and emotionally abused: 
... children are always aware that the violence is going on, even if they are in the next 
room. They are witnesses to it either visibly or audibly, but they also suffer the 
consequences of the violence against the woman. (1) Children's worker DV voluntary 
organisation 
Respondents who had a closer working relationship with children in school less 
frequently mentioned direct physical abuse to children than emotional abuse and this 
was a unifying factor for all education-based respondents: 
... it is harderfor people to see domestic violence as a childprotection issue, as people identify it as between adults. It is almost like people see it between consenting adults, 
because of the myths around how come women don't leave? It's almost perceived as 
the OKform of abuse. ... To my mind domestic violence is an emotional abuse to the 
child. (5) Child Protection co-ordinator 
Conversely respondents predominantly from social services placed more emphasis 
on children being deliberately physically abused, being caught up in a violent 
situation either deliberately or accidentally (Doyle 1997) or during the mothers 
pregnancy. As with teaching respondents sexual abuse was seldom mentioned in the 
context of children and domestic violence. Alternatively some respondents 
suggested that women were more likely to be sexually abused, the knowledge of 
which could impact on children's emotional and psychological development 
affecting their ability to develop 'normal' relationships. 
Most respondents were familiar with the concept of children 'living with domestic 
violence' whether as coterminous adult physical or emotional abuse, or by being 
'bystanders or witnesses to violence. The impact that domestic violence could have 
on children included physical and psychological factors, affecting their social, 
emotional and cognitive development. The displaying of inappropriate behaviour by 
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'disaffected' children was frequently suggested as a highly observable impact that 
respondents expected primary school teachers particularly to notice and connect to 
domestic violence. However also accepting that although it was not easy to relate 
negative behaviour to a definite causative factor, it was thought that teachers very 
rarely considered making connections with domestic violence. 
Impainnent to long term cognitive development of children was particularly 
emphasised by respondents working with teachers, expressing concerns that these 
outcomes were frequently disregarded: 
That's an elementpeople miss a lot, the effect on cognitive development. People tend to 
see forms of abuse as symptoms lying in the affective realm rather than the cognitive 
realm. People miss the point, because ifchildren witness this in childhood it will have a 
direct effect on cognitive development - how children view themselves and how they 
view others in the world, which is a long lasting effect. (5) Child Protection co-ordinator 
For those respondents whose role was health or welfare related, shorter terin, social 
and behavioural effects related to children's education took priority: 
Obviously it will affect the way they work in school, the way they behave in school. The 
way perhaps they show aggression to other young people in the school environment. 
(17) ESW 
Furthermore some respondents suggested the normalisation and enduring impact of 
domestic violence could also result in a pattern where young people might inevitably 
engage in violent relationships of their own: 
If children and young people have experienced violence when they were young and it 
has been normalised in their family environment, then a lot of them will drift into 
abusive relationships themselves and it becomes accepted and a way of life. (1) 
Children's worker DV voluntary organisation. 
The recognition of domestic violence as having a long-term impact for children does 
imply the necessity for increased vigilance at both primary and secondary schools by 
all education and supportive staff. Furthermore the implications of many children 
normalising domestic violence by drifting into abusive relationships suggests an 
irreversible inevitability. However, several respondents additionally commented on 
the school's perceived role in perpetuating stereotypical gendered roles both by the 
hierarchical organisation of the school and the less important roles that women held, 
suggesting that a greater emphasis on challenging gender, roles and relationships, 
particularly in the teaching of SRE would be beneficial (Hame 2000). 
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1: The cycle of violence 
Surprisingly many respondents ascribed to the cycle of violence theory, which they 
justified by their knowledge of boy's abuse of mothers, and girls 'drifting' into 
abusive relationships. The explanation suggested that it was learnt behaviour 
modelled on an abusive parent, usually the father, in addition to an acceptance of the 
normality of violence in the home for many children: 
Long term acceptance ofdomestic violence must be I suppose that children may become 
violent themselves. The two little boys lash out but not the girls. (3) School nurse 
Intcrgencrational violence was reiterated as one of the many ways that children could 
be affected by domestic violence, specifically hegemonic gendered abuse, which, it 
was suggested, influenced male children to perpetuate similar abusive behaviour at 
home towards their mother, although they were not necessarily abusive in school. 
These opinions reflected the views of some of the previous school based respondents. 
The 'cycle of violence' discourse, suggested initially in North America, (Straus et al 
1980) and subsequently adopted as 'received truth' by many UK practitioners, is 
currently unsubstantiated (Mullender 1994). Research studies have demonstrated 
that children do vary in their reactions to experiencing domestic violence, including 
children from the same family and over time. However none has demonstrated 
conclusively that male or female children will exhibit predictive behaviours. Instead 
the impact and their reactions are more likely to depend on age, personality, 
experiences, culture and resilience and it is essential to consider each child as an 
individual. There is, nonetheless, some evidence for a higher probability for violent 
and abusive behaviour amongst those who have experienced violence as children - 
though no inevitability (see also p 19). 
The recognition of older children who abuse was particularly concerning for ESW 
officers when visiting homes and the [abusive] child was out or at school. In the 
absence of noticeable physical signs of violence on the adult, for example, 'a parent 
having black eye', or any school prior notification of suspected abuse, it could easily 
stay undetected. Despite consistent reporting of this aspect of domestic violence 
throughout the fieldwork, there was little evidence of statutory intervention or 
support for parents. However, in one of the fieldwork areas a self-help group for 
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parents (mothers) had been voluntarily established, but was unsupported by 
mainstream funding. 
The emphasis accorded to respondents understanding of domestic violence resonated 
with those of school based respondents although as anticipated it also reflected their 
relative greater experiences of working 'in the field'. However it is disconcerting 
that for some senior education based respondents, whose professional responsibilities 
directly impact on children in school, their understanding is more limited and 
generalised. 
2: lmpact on Education 
The impact that experiencing domestic violence could have on a child's educational 
progress was a concerning feature for the majority of respondents: 
It could affect their attendance at school, it could certainly affect their achievement at 
school, because they bring that baggage with them to school and they've got more 
pressing things of concern to them than their two times table. That's a downward 
spiral, if they start underachieving orfailing to achieve, there's more likelihood that 
they will literally vote with theirfeet and not come to school. (8) PSHE Advisor 
If things were not 'right at home', education and school were assumed to take on a 
low priority, both for children and their parents. This could be demonstrated either 
by the child's infrequent or erratic attendance, by low academic achievement or both. 
Inconsistent behaviour patterns, bullying and being bullied, emotional and mental 
health problems, lack of concentration, not keeping up with work, poor physical 
health, eating disorders, bed-wetting and tiredness were all suggested as outcomes of 
domestic violence. Moreover, a social services respondent suggested that if a school 
reacted exclusively to the expressed negative behaviour by only dealing with the 
observable behaviour rather than working within a holistic child centred framework, 
that could contribute to a child becoming 'very distanced from education' (13). 
Focus group respondents also confirmed similar concerns: 
I'm worried that in schools it's looking at a much more narrow ... not ttying to huild up 
a picture ofwhat that life is likefor that child Pro ect manager. 'Staying Put' j 
It was recognised that domestic violence could impact on children in a multiplicity of 
ways and there was no set behavioural pattern or 'syndrome' to observe. The 
juxtaposition and balancing of school and home life was seen as a recurring problem 
for many children. Although it was thought that some children could separate out 
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and maintain clear boundaries between home and school, for others there was a 
perceived inability to sustain equilibrium and distinguish between the two. 
Respondents with responsibility for school attendance particularly noticed this and 
school non-attendance was a factor contributing to many facets of children's 
experiences of living with domestic violence. It could be a consequence of suddenly 
and frequently leaving the area to go to a refuge or to deliberately live in a different 
area to escape further abuse. It could be directly related to a child's perceived need 
to stay at home, to protect and support their mother ensuring she did not disappear. 
Ultimately there was the fear that the perpetrator would track down the family, see 
the child and further abuse them: 
... families move into the area, the child is 
fearful of coming to school because she 
thinks that an abusive parent could be looking outfor her, so she tends to stay close to 
home. (4) ESW 
Domestic violence could also impact on older children resulting in them leaving 
home, 'becoming runaways' and homeless, using drugs and resulting in early 
pregnancy, which in turn could have negative outcomes for subsequent children 
(Quinlivan 2000). 
The majority of respondents had extensive experience of working with families from 
deprived and low socio-economic backgrounds for whom educational achievement 
was seen to be of minimal importance. In this context, the threat of violence, or 
actual violence was thought to compound social exclusion and the low priority of 
school. Arguably, fear was seen to be the greatest deterrent to children accessing 
education specifically the fear of further violence to their mother and their inability 
to keep her safe, 'they are terrified about what might happen to their mother when 
they are not in the home' (6). 
Other school inhibiting factors suggested by respondents included limited quiet and 
private places at home or in a refuge to do homework and study (Sparkes 1999), or 
conversely being forcibly imprisoned in their room and increasing fear and emotional 
abuse (Doyle 1997). Children living with domestic violence were thought to feel 
'different' resulting in stigmatisation, isolation and a lack of support for themselves 
and their mother and lowered self-esteem. 
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The responses inferred that there were wide ranging outcomes for children living 
with domestic violence. Some would exhibit negative behaviour at school ranging 
from extreme aggression to introversion and being withdrawn. Others needed to 
know what was happening at home, which was necessary to their emotional, mental 
health and wellbeing, despite the possibility that their physical safety could be 
endangered. 
Conversely, for a minority of children their ability to distinguish between the 
contradictory situations of school and home and to provide themselves with coping 
mechanisms was perceived to result in 'working very hard at school' and becoming 
'high achievers'. This perceived superficiality and 'gloss' of academic success could 
successfully conceal the instability and chaos in their personal and home life, but 
could also enhance confidence, self-esteem and resilience (Gilligan 1998) 
Nonetheless, it was suggested that for 'successful' children, without established 
proactive and co-ordinated school-based mechanisms for recognising and 
acknowledging domestic violence, their resiliency would enable them to avoid 
recognition and thus depriving them of support. 
6: Child abuse and woman abuse 
The majority of respondents had incrementally incorporated domestic violence into 
their work responsibilities, starting from a child protection perspective and 
involvement. With the exception of children's workers and domestic violence co- 
ordinators, none of the respondents in this study had domestic violence as their 
professional priority and may not knowingly have had contact with children 
experiencing domestic violence. 
All the five direct service providers to children recognised an obvious 
interrelationship and were certain that domestic violence was an issue needing to be 
intentionally integrated into child protection intervention and support, despite the 
reluctance for domestic violence to be always recognised by staff in schools. 
However one respondent explained that if it was made explicit it would inevitably be 
contentious: 
Domestic violence is very much a child protection issue, but it is a can of wor7ns that 
no-one wants to open. (1) Children's worker DV voluntary organisation. 
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However, another questioned whether if practitioners in school did refer more 
ambiguous concerns, for example issues relating to 'mental health or well being of 
the child', it would be appropriately dealt with by social services: 
Perhaps because social services are using a different set of criteria to say what is a 
priority or at what point it is appropriate to intervene. (10) PSHE Advisor 
Furthermore there could be inter-organisational tensions between schools and social 
services regarding the subsequent handling of the situation: 
It is very priority-led by what I understand at the moment. Like is there an injury we 
can see? ... My recent experience andftom colleagues experience is that if we haven't 
got a bruise there's not a great deal we can do at the moment. It does seem a little bit 
hit and miss and I would like someonefrom Social Services here to be able to answer 
that. (4) ESW 
Respondents suggested that social workers considered domestic violence to be an 
additional encumbrance, something that was accorded less importance and was not 
always sensitively or adequately dealt with when compared with 'real' child 
protection. They additionally reported on the perceived criteria and apparent 'lack of 
fin-ther action' in many situations referred on to social services: 
You've got a general impression that unless it's a real, real cp then they don't really 
want ... [to do anything]. (14) School nurse 
1: Visibility of domestic violence 
Real child protection issues were suggested to be physical or sexual abuse, which 
were more easily recognisable than emotional abuse and the wider implications of 
domestic violence. One social services manager suggested that field social workers 
would '... just take on face value if somebody tells them it's domestic violence', and 
not perceive it as an integrated constituent to be always explored within the child 
protection process. 
Many of the respondents had expressed a clear understanding of adult domestic 
violence, locating it in a gendered power and control dynamic. Additionally most 
displayed an awareness of the indicators for children and the impact domestic 
violence could have. However there was a significant absence of belief that 
knowledge and awareness would enable 'others' to name and identify domestic 
violence and be transformed into positive action that would benefit children. 
192 
Chapter 7 
Despite guidance (DoH 1999) advocating a holistic and integrated approach to 
safeguarding children, respondents relied heavily on a discourse of 'others' inaction. 
Emphasising not asking, naming, looking or discussing and consequently not doing: 
I have to be honest it is not something that is talked about a lot. My experience with 
child protection is quite widespread now, going to case conferences, reviews, strategy 
meetings etc, and domestic violence becomes a part of it on occasion but not 
extensively. So that would lead me to think that agencies don't see a link all the time. 
(3) School nurse 
Also significant was acknowledging domestic violence within the perceived privacy 
of the home: 
I think a lot of these kids probably go missed We rarely realise what's going on. It's 
very much people are going home to closed doors - anything could be going on there, 
couldn't it? You really don't know. (14) School nurse 
It was also suggested that school child abuse referrals were delayed or never made 
when the 'named child protection' teacher responsible was away from school and 
other staff members were unaware of procedures. 
This inter-organisational uncertainty and confusion, was described by Johnson, 
suggesting that when sharing information there was insufficient trust between 
teachers and other agencies. Furthermore teachers were not confident in the 
effectiveness of agencies help (Johnson 1980: 316), which was reflected by an 
education respondent by saying: 
If Us child protection procedures, where there has been clear sexual or physical abuse 
then they seem to be more willing to move, use their systems, this is 3 hand, because 
this is what schools are saying to me. Then if they've got a child where they have 
concerns ... then the child may be in need but doesn't come under child protection 
procedures and perhaps social services don't have the personnel to deal with them, so 
they'refurther down the list. (8) PSHE advisor 
The tensions were suggested to result firstly from the historical compartmentalisation 
of child abuse and woman abuse, materialising in two parallel but theoretically and 
ideologically distinct services for children and women. Secondly the current 
paradigmatic shift towards greater integration between child and adult abuse, 
influenced by research studies and subsequent guidance, was resulting in 
increasingly convergent discourse but not always practice, particularly in the 
statutory sector. The shift was suggested by respondents to have resulted in a 
limiting two-tier hierarchy for children, of serious child abuse and children in need, 
with both levels still concentrating on the welfare of the child. It was suggested that 
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women in situations of domestic violence were still stigmatised, held responsible and 
not offered support by social services in situations of domestic violence: 
I would like to see more focus on support of domestic violence and the woman who is 
being abused and not looking solely at the protection of the child but actually looking at 
the needfor support around that. Domestic Violence co-ordinator 
Furthermore the convergent service delivery rather than being intentionally planned 
to benefit women and children, was instead more (negatively) associated with a 
predominantly resource and fiscally led restructuring of public services. This was 
suggested to be related to the shift towards a market philosophy illustrated by a 
realignment of all public service organisations to resemble commercial businesses. 
The relationship between 'purchaser', social worker or care manager, and 
tconsumer', client or service user, now mediated through assessments, enables the 
categorisation of the care package commissioned for the perceived needs of the 
consumer (Lymbery 2000). Howe observes that this approach 'is antithetical to in- 
depth explanations, professional discretion, creative practice and tolerance of 
complexity and uncertainty' (Howe 1996). Unfortunately in this 'quasi market', 
purchasing power, curtailed by an attempt to limit public spending under the guise of 
efficiency, effectiveness and economy (May and Buck 2000), will inevitably impact 
on children who are experiencing domestic violence. These children are likely to be 
categorised as 'children in need' and, even if recognised as living with domestic 
violence, not necessarily considered to be in the greatest need of care and 
40 protection 
The social services respondents confirmed the implementation of specific referral 
criteria that in one area was jointly implemented in conjunction with the police child 
protection unit as a centralised child protection investigation team. This team 
worked to 'Section 47' investigation guidance defined by a clear medical diagnosis 
where a child has, for example, been hospitalised, has experienced severe chronic 
neglect or organised abuse. A 'child in need' assessment process would deal with all 
other referrals to the initial assessment team. The justification for this new process 
was the: 
Government's refocusing towards children in need, but at the same time safeguard the 
way we respond to more serious childprotection. Assistant director Social services 
40 See also Keenan (2002) for an interesting discussion on the practice of 'folk law' and lack of 
understanding of eligibility criteria for s 17. 
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However for many respondents, including other social workers, there was less 
evidence for refocusing and more for 'children in need still getting pushed out'. 
Further compounding the subordinate service to 'children in need' was a new social 
services pilot monitoring system, in one area, to record incidents of domestic 
violence of which there was 'an awful, awful lot', although domestic violence was 
not always the initial referring concern. In both areas it was suggested there was a 
resulting situation of children living with domestic violence, some very extreme, 
being recorded with little availability of statutory services and as one respondent 
suggested: 
The reality of the extent of domestic violence is so enormous that it's going to swamp 
social services. I think the practice here of referring, acknowledging that children are 
living with domestic violence, witnessing it, hearing it, whatever, getting caught in the 
blows is detrimental to children. Therefore they are in need and should be referred to 
social services for assessment. And thefact that it is swamping social services is not a 
reason to stop. Project manager 'Staying Put' Domestic Violence project 
Any service offered to 'children in need' and their families was determined by the 
resources in the localised area coming significantly from voluntary agencies, 
predominantly domestic violence focused, and family centres. The combined police 
and social services child protection unit had encouragingly resulted in a more joined 
up service where '47% of initial visits are a joint police/social worker visit'. In this 
area 'uniforined police' had also had an intensive domestic violence and child 
protection training. However the police had replaced schools as the source for most 
child protection referrals and it was suggested that other services, which historically 
had worked more closely between schools, social services and the police, were being 
marginalised. The ESW service was particularly affected, which was also suggested 
to result partly from their own restructuring, resulting as a 'contracted in' service for 
schools. Completing the circular process and returning to the ESW who requested a 
response from social services, although his current role was described as advocate 
both between families and schools and schools and other services, he suggested 'the 
writing was on the wall', specifically that schools would increasingly choose to 
employ their own ESW with a very clear role, 'funded by the Pupil Retention grant 
to improve school attendance'. 
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This analysis suggests a very clear confirmation of newly formed 'joined up' and 
legal focused services displacing models of partnership working, which had 
previously worked with schools developing a preventive and supportive focus for 
women and children living with domestic violence. Replacing the preventive focus 
with a 'picking up the pieces, repeat victimisation' criminal and medical model, 
where the resources 'to deal with what we're telling the local authority about are just 
not there' (Police DV co-ordinator). Alongside shifting partnerships was a refocused 
ESW service, to be employed by individual schools, dislocated from preventive and 
family work towards a more punitive service sometimes in partnership with the 
police (SEU 1998) and returning almost Imost full circle to the stereotype of the 
'School Board Man' who historically had often been an ex police officer (Macmillan 
1980). Visions of rearranging deckchairs and the playing of musical chairs 
prevailed. 
2: Gender and domestic violence 
Alternatively if domestic violence was seen only to be affecting women and children 
were not obviously 'abused', then it was unlikely to be treated as a child protection 
or even child in need concern. If it were a child protection concern then any 
subsequent support offered to a child, would frequently either deliberately or 
indirectly often serve to punish the mother. Many respondents' felt that this 
'support' could result in the removal of the child from a preferred protective 
situation, or in the withholding of support to the mother to enable her to protect her 
child. Either of these actions would inevitably increase the vulnerability of the 
woman, and possibly of the child, to further abuse. This could result in, firstly, 
inadvertently legitimising an institutionally abusive situation and, secondly, 
perpetuate the belief for many women that statutory agencies would always remove 
children from their care: 
Another issue is around the reasons women stay, and people not understanding that as 
a protective act. As soon as you open it up as a child protection issue women start 
getting blamed again. There is a risk there, as there are a lot of myths around child 
protection. Ifpeople view children as being abused, then there is a wish to rescue and 
get the child out. Ifyou have a mother who's wanting to stay and keep the child in 
what's being seen as an abusive situation, the woman is more likely to be seen as also 
colluding with abuse. (5) Child protection co-ordinator 
Moreover the predominance of generic 'family' and 'parent' oriented theoretical 
perspectives and not being gender or age specific was considered by many 
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respondents to be detrimental to the safety and positive welfare of women and 
children. It was suggested that the term 'parent' or 'family' presumed 'woman' or 
'mother' as the predominant carer or parent that professionals would usually interact 
with. This problematic situation of conflating the family with that of the mother was 
further confirmed by a social services manager who articulated the predicament of 
some teachers: 
But there is still a problem I think with of - ein -... not wanting to go against I suppose 
of what thefamily want. Most times referrals have to be agreed that mother knows the 
teacher is making that referral and if they, because of thefear that that automatically 
means the children can be taken off them - which ultimately it can be if they are in that 
... so it can't be guaranteed that it won't. So that's still quite a difficult block and 1'm 
sure a lot of the teachers and other professionals understand that fear and so maybe 
don't make referrals ... - ein - too easily. (20) Social Services Manager 
Furthermore the assumed culpability of mothers successfully serves to negate the 
responsibility that men or fathers hold in abusive situations. The role of the 
perpetrator has traditionally been ignored in service provision, concentrating 
interventions more frequently on women and children, although respondents 
acknowledged that this situation was changing, particularly when police were 
involved. 
However concerns were expressed regarding safety issues for (female) workers when 
addressing the service provision for abusive men, which could serve to further 
increase the vulnerability of children: 
... but the truth is that agencies are too scared to go into the house ... I wonder iftaking it down [the] domestic violence route is as safe an option for children [as child 
protection]. (5) Child protection co-ordinator 
'Not doing' was discussed even in situations where domestic violence was a known 
factor and furthermore was suggested to be colluding with and possibly perpetuating 
the abuse: 
Fathers were often ignored and the ignoring of it was often because as social workers, 
they couldn'tface the violence of that man as well. So it was never really dealt with 
Anybody who is in a professional capacity needs to acknowledge that maybe the way 
they are relating to this aggressive man is actually colluding with the abuse, because 
you're frightened yoursel( So therefore you need to look at it as a whole, that you're 
not accepting what the man's saying, just because he's very, very violent. (19) Senior 
manager Social services 
The issue of violence experienced by social workers was raised by Small, who 
related it to violence towards women and child abuse. As a 'hidden phenomenon' he 
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recognised the similarities of the 'discovery' of associated forms of violence that 
often stay as a professional panic rather than viewed as a moral public panic that 
would generate action (Small 1987: 46). 
The statutory services' reported response, combined with the uncertainty and 
ambivalence of professionals in school in recognising, acknowledging and acting on 
the phenomena of domestic violence for children suggests that there will certainly be 
many children experiencing domestic violence who are unrecognised and 
unsupported in school. 
7: Recognising children living with domestic violence 
Although schools were suggested traditionally to be the highest reporters of child 
abuse to social services, there was widespread apprehension of schools ability to 
recognise and name domestic violence. Several respondents identified the stability 
of school where children could be 'super achievers' academically by losing 
themselves in their schoolwork, joining social clubs and extra curricular activities, 
thereby safeguarding one place of personal safety and security. However the 
improving success was also seen by respondents to be a significant deterrent to adults 
in school from recognising that a child may have problems at home: 
That child could bejust as damaged as the one who extrovertly carries on but there are 
no visible signs, so nobody would tell this child, 'Stop achieving because it's a sign that 
you are damaged'(]) Children's worker DV voluntary organisation 
Other respondents identified institutional attitudinal obstacles blocking the 
recognition of children. One school nurse's role in another (non fieldwork) 
secondary school, where he was encouraging a drop-in facility for students to 'just 
come and speak to me about anything they want', including domestic violence. 
However he expressed concerns regarding the lack of emphasis that was placed on 
promoting this: 
I'm not saying my school have been negative about it, but they haven't pushed it 
perhaps as much as I would have liked it to be pushed. There was a spell when I 
thought I was going to stop, I thought it was a waste of my time when nobody was 
turning up. ... I suppose you have to be quite em ... pushy to get them to comply. (14) School nurse 
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This reaction is particularly concerning when school nurses are encouraged to 
become involved in a wide range of school activities and partnerships to support 
children. These include sex and relationships education (Few et al 1995; Whitmarsh 
1997) child protection (Clarke 2000) and children experiencing domestic violence by 
providing drop-in sessions and by co-operating with other agencies (Whiting 1990, 
DoH 2001). 
Another respondent identified cultural differences between schools and families: 
Individuals in schools can be quite intimidating, because ofperhaps their own values 
which they fty to impose on families. Some staff don't try and see it, can't understand 
wherefamilies are comingftom unfortunately. (4) ESW 
All ESWs expressed familiarity with the occurrence of domestic violence for many 
of the children they worked with agreeing that school recognition and underreporting 
was a concern. ESWs have, for over a hundred years, provided a vital and consistent 
service in linking home and school (McMillan 1980) and in both fieldwork areas had 
considerable experience and expertise in working with children and their families in 
situations of domestic violence. However despite their pivotal role it was suggested 
that they are increasingly dependent on the school's 'filtering' system (chapter 6) for 
referrals, whilst their role is simultaneously 'professionalised' towards a more 
specific attendance remit. Their attendance and truancy work rather than being 
removed from related welfare issues could be positively utilised to enable teachers to 
recognise children living with domestic violence. 
Most senior management, strategic and policy making respondents, as well as direct 
workers, expressed concern regarding minimal recognition by schools of children 
experiencing domestic violence. Their collective responses suggested a strategic 
process, which is now described. One senior education officer felt it was important 
to be able to name domestic violence as a specific and separate phenomenon (from 
'child abuse') for children, to enable early identification by staff in schools. 
Similarly, a domestic violence co-ordinator, currently developing a domestic 
violence strategy for encouraging the education department and all schools to 
incorporate issues around domestic violence, was keen for all schools to be 'prepared 
to identify and name it. ' Although some schools were described as being 'very 
supportive around domestic violence', they were frequently those closest to the 
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refuges or had been involved in a domestic violence drama project and already had 
an awareness of domestic violence for their children: 
In those schools there was the awareness there. Perhaps the EWOs who actually cover 
those schools will be seeing more [domestic violence] than we are where that sort of 
workjust hasn't been done. (17) ESW 
Suggestions for making domestic violence more 'public' and recognisable included 
incorporation into the curriculum and displaying leaflets and posters in school which 
could help children feel less isolated and be encouraged to disclose and seek help. 
Secondly, the issue of collecting and recording information was addressed. A social 
services manager suggested a process for recording and acting on the accumulation 
of concerns about children in school. However an education inspector respondent 
had observed that although teachers were professionally skilled to recognise children 
experiencing domestic violence, there was a noticeable reluctance for teachers to use 
and develop skills to ask appropriate and proactive questions. This perceived 
reluctance was located in a lack of confidence, firstly about knowledge and 
awareness about domestic violence: 
They often think they don't know anything about this, but they do. (15) SEN inspector 
Secondly there was a lack of confidence about their role and responsibilities in the 
context of domestic violence: 
So the problem for them is, 'When do I stand back and watch and be ready with my 
support? And when do I actually intervene and speak and make suggestions? ' (15) 
SEN inspector 
This suggests that a clear co-ordinating, training and support responsibility within 
schools for domestic violence, in addition to those required for child protection, is 
necessary. 
Thirdly, it was considered important for schools to act on the identified concerns and 
seek outside advice and support, for example, the ESW service or social services, to 
'log information'. This sharing of information was essential - in the compilation of a 
jigsaw analogy: 
It may not be very important to you and me, but there might befour other professionals 
that have reported concerns andyours might be the lastpiece ofthefigsaw that actually 
says 'Do something'(6) ESW 
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Once the jigsaw is complete, social services would 'assess' and provide or co- 
ordinate supportive interventions. However, there were also suggestions that school 
could continue to be proactively supportive. Another agency suggested which could 
engage with both recognising and supporting children was the educational 
psychology service (Davie 1991, Doyle 2003), although there was some reluctance 
from a principal educational psychologist to differentiate domestic violenceýl from 
other referral concerns: 
I'm not sure that psychologists would necessarily ... single out domestic violence as differentfrom any otherforms ofabuse. (12) Principal educational psychologist 
It was accepted however that educational psychologists could have a part to play in 
both supporting teachers to work with children experiencing domestic violence and 
also working with the children themselves. 
However, there was a suggested differentiation between age sectors: 
It's much easierfor primary schools to notice what's going on, whereasfor secondary 
school, children movingfrom classroom to classroom, that nobody builds up a strong 
relationship with them. (17) ESW 
Nonetheless, an ex head teacher suggested that even in a primary school it was not 
always possible to really 'know the kids that well' (7). This was attributed to the 
time given to the relentless prioritisation of additional marking and assessment. 
Underpinning any strategic process was the plea that central government also 
recognised: 
... and digested the tremendous effects on children who witness domestic violence in the home. They haven't connected that dimension have they? (11) Senior equalities officer 
It is apparent that by partnership working schools and individuals in them can be 
enabled and supported to recognise children living with domestic violence. However 
there were also conflicting views particularly around the implementation of the child 
protection process that remained to be addressed. Furthermore for some respondents, 
changes would depend on the degree of prioritisation of domestic violence by central 
government for all public sectors but particularly as a schools concern. 
41 See also Peake (2003) who discusses similar concerns relating to child abuse and neglect. 
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Nonetheless on a local level the fundamental issue continued to be the necessity for 
teachers awareness of domestic violence to be raised, to enable both recognition and 
education of children about domestic violence issues. 
8: Professionals working together to benefit children 
The majority of respondents were dependent upon schools to request their services 
(Fitzherbert 1980) and would be contracted by and enter into service agreements 
with individual schools, decided by the head-teacher as school manager and leader 
(Riley 1994). In addition to serving and supporting the needs of students and staff, 
the head-teacher is also outwardly accountable to families, local communities and is 
in direct competition with other schools. Simultaneously all public bodies, including 
schools and local authorities, are undergoing radical changes and scrutiny, including 
inspection and the monitoring of outcomes, which will inevitably affect funding and 
structural processes. Arguably this situation can negatively impact on those children 
who are vulnerable and experience social exclusion and can be problematic for 
children living with domestic violence, as their needs are not currently fully 
recognised in school, or by legislation. However for all respondents their 
professional responsibilities could, positively impact on children's school experiences 
either by supporting them, and their teachers, or by influencing policy and practice 
and they are encouraged and expected to work together in partnership and with 
schools. This chapter continues with an exploration of three key areas that directly 
relate to children living with domestic violence and are influenced by partnership 
working. 
1: Getting children into schools 
Many respondents expressed concerns regarding the quality and accessibility of 
contact with individuals in schools. Moreover there were additional concerns which 
highlighted the difficulties of communication between education as a department of 
the local authority and other statutory and non-statutory sectors. 
For those respondents working directly with children experiencing domestic violence 
their predominant concern was with schools' admissions. One of the most visible 
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and validating signs of children living with domestic violence is that they are living 
in a refuge. Contact between refuges and their local primary schools was perceived 
by children's refuge workers to be usually good, with examples being given that 
children could be admitted to the local primary school within 2 or 3 days. However 
one LEA had collected data from 8 refuges and hostels during 1996/97. This 
revealed that out of over 100 schools educating primary school children, only II 
schools were regularly admitting children from refuges and one refused to take 
reftige children. Admission to secondary schools was even more problematic. Out 
of over 30 schools, only one was regularly admitting students from the local refuge. 
One refuge children's worker stating that '... it's not easy to find a place in 
secondary school' and older children could stay in the refuge for up to several 
months and often were ready to move out before finding a school place. The report 
highlighted funding as a fundamental factor for schools being reluctant to admit 
transient children, as when a child moves school during a school year, funding for 
students stays with the original school. 
Not only was it difficult to obtain places for children in schools but also, once 
achieved, confidentiality and exchange of information was frequently problematic. 
When children are changing school, often outside of their LEA area, the confidential 
exchange of information between professionals is paramount for the safety of those 
abused. There is currently no nationally agreed system for dealing with this situation 
that will adequately preserve confidentiality and examples were given where 
perpetrators, through the ESW service and less than secure school procedures, had 
successfully tracked down their ex-partners and children and inflicted further abuse. 
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2: Keeping children in schools 
Funding was also a key issue for all ESW respondents. Following critical LEA 
OFSTED inspections, ESW services had been radically redefined both in the way the 
service was accessed by schools and in the focus of service provision. In both LEAs, 
individual schools had service level agreements to prioritise attendance and 
exclusion concerns. One ESW respondent suggested that this situation effectively 
served to negatively affect vulnerable children by their effective preclusion from 
mainstream schooling: 
Our main aim is to support schools in raising their attendance levels and reducing 
exclusion. And the OFSTED came in andjelt that our remit was too broad and it was 
just diluting the attendance work ... and so they've turned it right round to the point 
where all these other groups [pregnant schoolgirls, children in refuges, travellers] are 
quite vulnerable now. (17) ESW 
In their turn schools are required to improve attendance and reduce permanent 
suspensions and exclusions. Not surprisingly, funding is targeted almost exclusively 
at the presenting concern of non-attendance and behavioural problems. As discussed 
earlier, with some children, experiencing domestic violence, school non-attendance 
and behaviour issues will be issues of concern, for others their vulnerability will be 
hidden in more positive behaviour and will remain unrecognised as needing 
specifically designated help. Moreover the current referral system was suggested as 
de-professionalising and de-skilling experienced ESWs, in turn increasing the 
vulnerability of the service: 
Because the schools have control of where the money goes, they also have control 
therefore of what's done and how we do it. At one stage we had a lot of discretion. 
Now we have to waitfor referralsfrom the school and they don't come as readily or as 
quickly as we wouldpick up ourselves. (17) ESW 
However, schools submit a referral form containing relevant information. Where 
children experiencing domestic violence are not attending school and not recognised, 
there may also be factors influencing and inhibiting this recognition, including the 
implications of the restructuring of child protection units and prioritisation of 
children in 'significant hann'. Without adequate information the ESW is unlikely to 
be able to generate additional information: 
So we're totally dependent now on schools referring cases to us and any background 
information they may have. One might be that they suspect domestic violence. If that's 
not on the referralform and the parents don't divulge anything, then we wouldn't know 
about it. We get what the school hands over to us. (17) ESW 
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Furthermore, in families with several children attending different schools, it is likely 
that there will be several ESWs dealing with individual children. Previously one 
officer would have dealt with all children in the family, but the current fragmentation 
of funding now militates against this, thus further diminishing holistic working 
practice. 
ESWs are key education professionals for all vulnerable children. The current 
situation of service level agreements however was suggested by ESW respondents as 
further exacerbating staffing difficulties brought about by funding changes. As 
schools are now dictating the service required, there was a sense of vulnerability, 
uncertainty and professional insecurity for those experienced and highly qualified 
professionals. The fluctuating situation of schools' needs further implies that 
contracts would not all start at the commencement of the academic year and 
combined with a high degree of reported sickness had resulted in inconsistent cover 
for some schools or greater stress for other colleagues. This situation in turn 
compounds the non-recognition and inaction for children experienceing domestic 
violence. 
ESW respondents were particularly critical of 'the joined up' rhetoric inherent in 
enabling vulnerable children to be socially included in schools: 
Everything you read about 'Working Together' but it ain't, particularly in respect of 
what we're talking about, which is very, very neýative. (17) ESW LEA 
3: Working with schools to educate about domestic violence 
The majority of respondents had raised concerns of local schools limited enthusiasm 
to educate about domestic violence, whilst also recognising that it was a sensitive 
issue that would have implications for some staff and children, both in classroom 
delivery and disclosure possibilities. A major contributory factor to schools' 
reluctance to address domestic violence in schools, particularly secondary schools, 
was suggested to be the interrelated triangle of a lack of priority, both locally and 
nationally, limited financial resources and the invisibility of domestic violence in 
curriculum guidance: 
The main issue is the curriculum andpeople hold it up as a big barrier. They have the 
PSE slot that teachers lead me to believe that there is where they have things like 
abusive relationships, sexual health awareness. But when I speak to young people, they 
deny all knowledge of that and think they must have missed that one. So either the 
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teachers are skirting round subjects so much that they're missing the point altogether, 
or they're not doing what they say they are doing. I don't know. (1) Childrens worker 
DV voluntary organisation 
As previously recognised the lack of time and 'naming' domestic violence for adults 
and children are frequently the most significant initial hurdles and although there 
were practical suggestions to overcome these obstacles the predominant emerging 
factor was located in the whole school ethos. 
Addressing domestic violence within a process of how schools operate particularly 
the negotiation of interpersonal relationships and gendered equality was suggested to 
be as important as the content of the curriculum. It was suggested furthermore that a 
holistic concept of citizenship and healthy relationships included influencing the 
attitude of adults to children and children to each other, which should be addressed 
throughout school, in every single lesson and by all teachers: 
The whole issue o violence is something that needs to be taken on in school. If we say f 
no tolerance we mean no tolerance. No tolerance is needed in schools at every level. 
It's this belief that you can tackle it in a couple of lessons, it needs to be total whole 
school philosophy in terms of attitudes by everybody. What's modelled by staff and 
their attitudes right though the school. (5) Child protection co-ordinator 
Inherent in a whole school approach to recognising and teaching about domestic 
violence also included such issues as racism, sexism, bullying and anything that was 
seen as being oppressive either to students or staff in schools. However it was also 
acknowledged that for some teachers and some schools this would be totally 
antithetical to their acknowledged responsibilities: 
The professional development and skills of teachers in school ... in some schools may 
need developing in that area. Do need developing in that area (8) PSHE Advisor 
Although it had been previously suggested that the Advisory team in this LEA was 
reluctant to take on specific domestic violence support and training with schools, it is 
also apparent that they do work with a whole school ethos. However funding for this 
development work comes from the local Health trust and is financially and time 
limited to posts focused on PSHE and Citizenship, and funding for teachers supply 
cover and resources has to be sought. For both areas the availability of funding was 
directed at nationally identified priorities, particularly drugs education and SRE 
linked to Teenage Pregnancy strategies and the development of the NHSS. 
Nonetheless it was suggested that with support and encouragement individual 
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teachers and school managers could make changes. One way of encouraging the 
incremental or 'Trojan horse' approach to change was suggested for other workers to 
support teachers in classroom delivery including the police, refuge workers and 
school nurses using a drugs or SRE model: 
It needs specialist people who are trained, it can't just be I'm going to do domestic 
violence tomorrow. It is a ve? y, ve? y sensitive subject (4) ESW 
One children's worker (1), together with the LEA child protection co-ordinator (5), 
had already initiated teacher training in a secondary school and was supporting 
curriculum delivery. Other suggestions included speaking at PSHE and Citizenship 
co-ordinators, network meetings, joint domestic violence training between schools 
and other supportive agencies, particularly but not exclusively for child protection 
teachers: 
I think schools are pretty clear now on cp procedures but I don't think the link with 
domestic violence is often recognised. We need to look at the training we give to 
schools and named persons around cp and link in the dv. Rather than training 
separately we have to include them together. Any sort of training which involves people 
from multi-agency training will give people chance to put their perspective forward of 
their own agencies and gives a greater understanding so that social workers know what 
it is likefor teachers and vice versa (4) ESW 
However in one of the areas there was no LEA dedicated officer for child protection 
co-ordination and training, although one officer had been 'unofficially' responsible 
for fifteen years 42 : 
From Education the problem is that we haven't got somebody who's responsibility it 
[child protection] is and co-ordination. [Name] has been picking it up really, really 
well, but there's too much. (15) SEN Inspector 
For all of these respondents the overriding concern was to establish training for all 
teachers and all school staff to encourage a heightened awareness for children in their 
schools living with domestic violence as: 
I think the key behind that is the greater needfor training within schools and the 
possible signs the child is suffering domestic violence. I think a lot of people are 
unconfident in tackling the reasons behind so called 'bad behaviour. Just knowing 
what questions to ask and knowing what way to go about it, would be really important 
for all schools. Focus group 2. 
42 Although that has now been remedied as the 'LEA's capacity to provide advice and guidance to 
schools has increased over the past year since the appointment of a dedicated child protection support 




This chapter has augmented the previous two analysis chapters by incorporating a 
ftu-ther analysis of respondents within multi-disciplinary settings. Many of the issues 
raised have confirmed previously identified problems, -personal, professional and 
institutional, relating to the responsibility of schools for children living with 
domestic violence. Furthermore it has suggested that although there are other 
professionals and workers outside of schools, who can be and are supportive of 
schools being more involved in this issue, there are also professional, institutional 
and cultural barriers related to this. Not least those concerned with governmental 
priorities which influence both the ftiture of education and the 'safeguarding 'of 
children that clearly integrates children living with domestic violence. 
All respondents, therefore, share a common purpose, either directly or indirectly, in 
being instrumental in making a difference to children and sometimes to their mothers 
experiencing domestic violence, in addition to an involvement and connection with 
schools and the education service. 
And the final word has to be: 
They play such a crucial, key role in the lives of childrer4 but it's getting somebody to 
accept that andput the right structures in place. Focus group 2. 
The final chapter will conclude this study by identifying common and predominant 




Conclusion and Recommendations 
1: Introduction 
This exploratory study is the first in-depth investigation in this country to focus on 
schools. It has been based on the hypothesis that schools can make a difference and 
have a unique part to play in safeguarding children, by recognising and supporting 
children living with domestic violence and also by providing preventative education to 
all. However schools do not operate in isolation and this study focused on school as a 
central facet of a multi-layered, multi-disciplinary and 'joined up' strategy to both 
educate and safeguard children. 
The fundamental aim of exploring how individuals, in some schools, are fulfilling their 
educational, pastoral, citizenship, moral and social responsibilities in relation to children 
living with domestic violence and to their entitlement to a 'broad and balanced 
curriculum that prepares them for the opportunities and responsibilities of adult life' has 
been addressed throughout the preceding seven chapters. 
In this chapter I return to the three key considerations introduced in Chapter 1 of: 
invisibility of domestic violence for children, responsibility and power and control. It 
concludes the study by drawing together the implications of the findings and utilises the 
kaleidoscope model as a way of understanding the similarities and differences that have 
emerged. 
2: Invisibility of domestic violence for children 
The findings from schools and multi-disciplinary respondents have emphasised that 
there is often minimal recognised connection between children and domestic violence. 
Firstly, within a definitional understanding, adults are predominantly named either as 
abuser or abused. Respondents in school are more likely to understand children's 
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involvement either as 'witness' or 'bystander'. Although multi-disciplinary respondents 
were more attuned to the situation of children living with domestic violence, this 
understanding is likely to have been influenced by their professional role and 
responsibility. Furthermore there was a suggestion, that, despite respondents signifying 
an inclusion of children for themselves, other professionals were not seen to be working 
to a similar understanding. Significantly the Domestic Violence Forum's definition did 
not explicitly name children, although many members were working with and for 
children. 
Secondly, for school respondents, although having a familiarity with child protection, it 
was the in-school process and delegation of responsibility to 'others' that they had a 
greater familiarity with. Moreover the familiarity of defining child abuse was located 
within the identifiable and visible signs of physical and occasionally sexual abuse. 
Although most school respondents portrayed a caring attitude towards children and 
certainly were aware of emotional and behavioural difficulties for many children they 
were teaching, there was minimal recognition that these problems could be associated 
with domestic violence. They were more often attributed to 'other' family problems, 
drug and alcohol use and an acceptance and normalisation of community violence and 
physical punishment. 
For multi-disciplinary respondents, although having a wider understanding of child 
protection and the overlapping with domestic violence, they were often hampered and 
curtailed by institutional boundaries influenced by financial resourcing and 
restructuring. It was noticeable that those respondents working in the voluntary sector 
were more likely to have a wider, encompassing understanding of domestic violence, an 
appreciation of the overlapping of domestic violence with child protection and be in a 
position to provide both proactive and reactive intervention. 
Thirdly, within the education sector, respondents who had a welfare or training role had 
more knowledge and/or experience of children and their families living with domestic 
violence. Within schools there was a noticeable difference between the primary and 
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secondary sector. In both sectors the recognition of children was sometimes associated 
with a personal experience of domestic violence, however in primary schools all 
teachers were likely to take responsibility for caring for and 'knowing about' children, 
although with little association with domestic violence, except where children from the 
local refuge were admitted. In secondary schools it was less likely that teachers would 
have personal knowledge of or information about children living with domestic violence 
in their classes. Those who did have knowledge were more likely to be teachers with 
pastoral responsibility or those respondents whose role was to support students or 
develop home/communitylparent school links. Senior management respondents who 
were likely to also have a responsibility for child protection and for referring children on 
to social services, or to play a role in the decision for special needs assessment had least 
awareness of domestic violence for children and definitional understanding. Where they 
did have knowledge there was a significant hesitation to react positively but instead to 
assess and wait and see. 
Teaching about domestic violence was also noticeable by its absence. In some schools 
there had been attempts to incorporate it into PSHE, Drama, English or 'contentious 
issues' lessons, but was frequently integrated into an associated issue - sexual 
harassment, instigated by 'others' outside of school - governor or LEA officer, or 
offered by 'others' - children's workers. It was not a deliberately planned for, or 
included, part of any schools PSHE, SRE, NHSS or citizenship programme. 
3: Responsibility 
All teachers in school have an overriding responsibility to educate children, which is 
frequently understood in academic and 'delivery of the national curriculum terms'. 
Moreover not all teachers have or want pastoral responsibility, however the 
socialisation, welfare and safeguarding of children are every teacher's responsibility, 
often referred to as being 'in loco parentis'. The phenomenon of domestic violence is 
not an explicit component of either welfare or curriculum guidance documentation and 
most teachers are driven by the necessity of 'fitting in' their many curriculum related 
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responsibilities. For those who do have pastoral responsibilities there is a noticeable 
variation in how they interpret and activate those responsibilities, which is frequently 
influenced by the social inclusion agenda, which in turn is related to the needs of 
improving academic achievement. As previously mentioned there is often a relationship 
between increasing pastoral responsibilities, child protection and senior management 
roles and responsibilities. These staff frequently have many other demands on their 
time, but in situations of children living with domestic violence where it noticeably 
impacts on their life in school it is often assumed to be the responsibility of the child to 
inform them. Children are more likely to inform adults whom they trust and give them 
time and respect and less likely to inform adults whom they also see as have a social 
control or discipline role. Even when senior staff are informed, although reporting an up 
to date awareness of child protection training, have received minimal domestic violence 
training and displayed little awareness of the links between them. Furthermore their 
relationship with social services was varied and although some had very positive 
experiences of partnership co-operation, others were more negative and there were 
suggestions of cultural differences and misunderstandings of role and responsibilities. 
Although there were some school respondents who took responsibility for prioritising 
and recognising domestic violence for children they were predominantly non-teaching, 
female and ffirther down the school hierarchy. These included learning mentors, 
home/community/parent school workers and one school administrator, some of them 
having received domestic violence training, but this was far from universal. For 
example in the primary school close to the refuge, all teaching staff had participated in 
an INSET training day to raise awareness about domestic violence, except the 
administrator. The school INSET funding did not include non teaching staff, however in 
this school she was a respondent who voluntarily took on responsibility for many 
practical tasks for both children and their mothers living with domestic violence. 
One way of taking responsibility for the issue of domestic violence and children in 
school is to develop a whole school policy. No respondents were aware of any school 
policies or formal procedures specifically for children affected by domestic violence 
although many suggested they would be beneficial: 
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Sayfor example a student came to me and said 'My dad hits my mum. ' It's never 
happened ... I would have absolutely no idea what the correct procedure would be 
and how to deal with that, I wouldn't know. [Name] who's the CP qjfIcer would 
probably say she would have to make a referral to social services. She would 
probably say that, but I personally wouldn't know how to deal with that. I would 
probably pass it on to [naine], purely because she is our cp officer and because of 
her experience. But in terms of how I would actually go with that, or should I go 
anywhere with it, I genuinely wouldn't know about that. It's never happened and 
that's the wing and a prayer ... and hope that you do the right thing. HoY Secondary school 
However all schools had policies that were relevant and related to dealing with issues of 
domestic violence for children - SRE, Anti Bullying, Drugs awareness Behaviour and 
Discipline. This is in direct contrast to the plethora of academic policies that need to be 
produced for OFSTED inspection. Although one of the LEAs had produced domestic 
violence guidelines for school to be incorporated into schools' child protection 
procedures, very few respondents were aware of these, or knew who would take 
responsibility in school. 
4: Power and control 
Underpinning domestic violence are dynamics of power and control and throughout the 
study there were many noticeable situations and responses where adults in school were 
controlling situations for children, sometimes their families and other staff members. 
Individuals in schools chose how to define the involvement in school of parents, staff in 
senior management situations chose the limit of information to pass on to other staff 
members. Teachers chose how to involve and inform support workers in supporting 
children. Several non-teaching respondents both in and out of school commented on the 
hierarchical, patronising and controlling view the teachers held of school. Moreover the 
autonomy of school and financial control over services influenced the opportunity of 
other respondents to be involved in school life. Nonetheless schools are also controlled 
by central government requirements, and although arguably schools can choose how to 
deliver these, the competitiveness between schools sometimes dictates how they will be 
operationalised. Some multi-disciplinary respondents were directly affected by the 
power of schools, particularly ESWs who potentially are key people in recognising and 
supporting children in problematic home situations. 
213 
Chapter 8 
about it to others or the child, she may even consider the child has no knowledge of it. 
Similarly other family members may also not know, or want to talk about it, as it's a 
private thing and 'that's how life is sometimes'. However, the child does know it is 
happening, the shouting keeps her awake at night, and she is concerned for her mother's 
health. Nonetheless she also does not want others to know and stops inviting friends 
home, going out in the evening and weekends, in short starts to cut herself off from 
support and peer groups. She continues to go to school, may even begin to do well in 
tests and increasingly participates in useful (to adults) activities. Occasionally she may 
be late, not quite have her homework finished, appear a bit untidy or not have lunch to 
eat. However all appears normal there is nothing to know and nothing for school to do. 
However the child is still living in an abusive home situation which is worsening, until 
after a very bad outburst one night she also gets caught up in the attack on her mother. 
She either doesn't go to school the next day or does go in and her injuries get noticed. If 
she doesn't go to school, instead stays at home or wanders around the local town, her 
attendance continues to be erratic and the ESWS are involved. Her mother may be 
called into school to explain her daughter's absence or even threatened with a fine, but 
still nobody is talking about the violence and nobody is asking. There are other 
priorities such as getting her back into school, possibly because she has SATS tests 
soon, and she is usually a 'good' student. This story could continue, and she could get 
involved with a boyfriend who she met when in town one day and so on. Alternatively 
the ESW has concerns, makes some enquiries, talks to the girl and maybe her mother 
and gradually pieces together the situation and puts her mother in touch with her local 
Women's Aid group. Her Head of Year is involved and support is offered to integrate 
her back into school, where now they know they can 'keep an eye' on her and keep in 
touch with her mother. 
If she had gone to school the next day and her form tutor had noticed her injuries, she 
could be referred to the child protection teacher. The child protection teacher however is 
having a very stressful day, has several other parents to see, a case conference to go to 
and arrange the staff cover. She may be convinced by the student that her injuries 
resulted from falling out of her bunk bed, and as nothing has ever previously been 
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reported about her is believed. However the student may have seen the school nurse 
quite recently as part of the lunchtime drop in sessions, on the pretext of needing 
information about contraception, but really wanted someone to talk to that she liked and 
trusted. The school nurse had experience of domestic violence and child protection, had 
been concerned about the student and managed to have a word with the child protection 
teacher as she was leaving school. This scenario presents a different outcome again, as 
the school nurse also knows about a local group for children living with domestic 
violence. The child protection teacher can arrange for a learning mentor to provide 
support and her form teacher is notified that she is having difficulties at home and would 
like weekly meetings to discuss her progress. 
At each stage of each possibility for the direction of this scenario there were alternative 
pathways that could affect a positive, negative or equally no outcome. The variations 
currently appear to be too haphazard, influenced by chance, opportunity or goodwill at 
each layer of intervention. Schools can be involved in partnership working to more 
frequently affect a positive outcome. 
The student in question alternatively could have been going to a different school, where 
there was a high degree of awareness of domestic violence, amongst other issues, for 
children for all staff members. Everyone had received child protection training, which 
was regularly updated. All staff 'kept an eye out' and had regular meetings to discuss 
children they had concerns about, for whatever reason. The local NSPCC group held 
weekly counselling sessions in school for any student who 'wanted a chat'. There was a 
whole school ethos that emphasised respect and caring for all and the welfare of the 
child was at the centre of the schools concern. Oppression of any kind was not tolerated 
and there was a good cultural, ethnic and religious mix of students. Sometimes they had 
single sex lessons to discuss SRE, and citizenship wasn't just about having a Schools 
Council, but encouraged a democratically run school. Students and staff together 
compiled 'ground rules' for each lesson that were displayed on classroom walls. One 
day at the end of term the students decided on a health topic and organised speakers and 
workshops, and sometime themselves ran their own peer education lessons. 
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There were also home school liaison staff who were members of the local community 
and had professional networks across the city. Academic results at the school were good 
and the senior management team were aware of the relationship between the well being 
of the children and the improving academic results. 
Both of these schools could be described as fulfilling their responsibilities for student's 
entitlement to a broad and balanced curriculum, and the first school was not avoiding its 
actual responsibilities towards the student. However when considering domestic 
violence the second school was more positively aware of domestic violence as an area of 
concern, had regular training, communicated amongst all staff and professionals outside 
of school. Students were empowered to engage in their education and the non academic 
facets of life were valued. Most schools will waver between these two examples and as 
suggested at the beginning of this study no two schools are alike. However most schools 
do also care about their students, but are controlled and driven by the requirements of 
the national curriculum and government directives. 
6: Recommendations 
For children living with domestic violence schools can make a difference, just by being 
schools and therefore an important part of children's life. However for schools to make 
a real difference for all children living with domestic violence and to continue to make a 
difference to the quality of the rest of their life I have several recommendations. 
Firstly and most importantly central government'also have a responsibility to place 
children living with domestic violence at the centre of their concern for safeguarding 
children, to include schools more pron-dnently in its implementation and legislate for 
domestic violence in the curriculum. It is essential that this requirement is accompanied 
by adequate funding. Each LEA needs to have a Domestic Violence senior officer with 
responsibility for policy, strategy and operational developments. Additionally children 
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living with domestic violence need to be recognised, and named wid-dn the educational 
social inclusion agenda. 
Secondly to make it work in schools, all schools need to have a domestic violence co- 
ordinator, separate from but in partnership with a child protection co-ordinator, and 
outside supportive agencies. The domestic violence co-ordinator should be a member of 
the senior management and pastoral care team and straddle academic and pastoral care 
responsibilities and essentially be part of the Domestic Violence Forum and network and 
be able to effectively communicate with other schools. Training and support for all staff 
and governors, but particularly pastoral care staff, needs to be prioritised. 
Thirdly all schools need support, training and additional curriculum time to continue to 
develop PSHE and citizenship that is focused particularly on recognition of gendered 
equality and equity but also on all forms of oppression in school. Additionally PSHE 
should have equal status to citizenship and other academic subjects in the curriculum 
and the recognition that its effective delivery underpins all aspects of school life for all 
students and staff. Domestic Violence education has to be integrated into PSHE, SRE, 
citizenship and NHSS at all age groups and as part of the spiral curriculum. Essentially 
skills development and the process of teaching is as important as the content. 
Fourthly the importance of the whole school ethos is too importance to be left to chance, 
and underpins the success of all the previous recommendations. It needs to address all 
aspects of school life for all staff and students alike. The distinction has to be made with 
whole school curriculum development and recognise that a schools is not only about 
academic success although the two are mutually interdependent. 
Finally if these recommendations can be achieved students will be empowered to 
communicate, discuss, respect, trust and value each other and staff. They will name 
their own feelings and needs and find their own ways to successfully achieve them. 
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living with domestic violence need to be recognised and named within the educational 
social inclusion agenda. 
Secondly to make it work in schools, all schools need to have a domestic violence co- 
ordinator, separate from but in partnership with a child protection co-ordinator, and 
outside supportive agencies. The domestic violence co-ordinator should be a member of 
the senior management and pastoral care team and straddle academic and pastoral care 
responsibilities and essentially be part of the Domestic Violence Forum and network and 
be able to effectively communicate with other schools. Training and support for all staff 
and governors, but particularly pastoral care staff, needs to be prioritised. 
Thirdly all schools need support, training and additional curriculum time to continue to 
develop PSHE and citizenship that is focused particularly on recognition of gendered 
equality and equity but also on all forms of oppression in school. Additionally PSHE 
should have equal status to citizenship and other academic subjects in the curriculum 
and the recognition that its effective delivery underpins all aspects of school life for all 
students and staff. Domestic Violence education has to be integrated into PSHE, SRE, 
citizenship and NESS at all age groups and as part of the spiral curriculum. Essentially 
skills development and the process of teaching is as important as the content. 
Fourthly the importance of the whole school ethos is too importance to be left to chance, 
and underpins the success of all the previous recommendations. It needs to address all 
aspects of school life for all staff and students alike. The distinction has to be made with 
whole school curriculum development and recognise that a schools is not only about 
academic success although the two are mutually interdependent. 
Finally if these recommendations can be achieved students will be empowered to 
communicate, discuss, respect, trust and value each other and staff. They will name 
their own feelings and needs and fmd their own ways to successfully achieve them. 
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As a final footnote, at the end of each interview during the fieldwork I asked 
respondents to name their education wish list. These two sum up for me the essence of 
the recommendations: 
I'd like all kids to leave school able to cope in the world as an adult, be tolerant of each 
other and be able to listen to one another. I want them all to be happy, reach their own 
potential and be able to do what they want with their lives. 
More of everything for every child to reach their own potential. I'd like there to be a 
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Appendix 1: Multi-disciplinary respondents 
Role Code 
Children's support worker I (Pilot) 
Domestic Violence Co-ordinator 2 
School Nurse 3 
Education Social Worker 4 
CP Trainer/Co-ordinator 5 
Senior Education Social Worker 6 
Principal Education Officer 7 
PSHE Adviser/Inspector LEA 8 
Children's support worker refuge 9 
PSHE Adviser/Inspector LEA 10 
Equalities Officer LEA II 
Principal Education Psychology 12 
Assistant Director Social Services 13 
School Nurse 14 
SEN Inspector LEA 15 
Domestic Violence Co-ordinator 16 
Education Social Worker 17 
Children's support worker refuge 18 
Senior Manager Social Services 19 
Senior Manager Social Services 20 
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This interview is divided into 6 areas - context, attitudes and knowledge, 
policy, practice, support and conclusion 
Could you just say a bit about yourself eg name, anything you think is 
important 
Context 
2 Can you tell me about your role in school? 
3 How is the issue of domestic violence and children/young people addressed 
in this school? 
4 How does/could your role relate to dealing with issues of domestic violence? 
How did you come to be involved, take on these responsibilities? 
How important is domestic violence in relation to your main role in school? 
Attitudes and knowledge 
5 What do you understand by domestic violence? 
6 How does it relate to children/young people? 
267 
How could it affcct thcm? 
How does domestic violence impact on their education? 
8 What are the similarities and differences between issues related to child 
protection and domestic violence? 
9 How is this recognised by other agencies you might work with? 
Policy/Strategy 
10 Do there need to be specific policy/ guidelines for dv, or is it best integrated 
into other policy documents? 
LEA 
School 
Do you have any copies of policy documents that I could have? 




12 Can you tell me about the ways you/the school have supported children and 
their families experiencing domestic violence? 
13 How have these children been recognised? 
14 As a result of this work, what issues have arisen for you and your school? 
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Confidentiality 
Recording and passing on records 
Special Necds/Statementing 
Safety for stafV safety planning for children 
Attendance 
Training for all staff 
Contact 
Curriculum 
15 In your opinion how important is to educate all children/students about 
domestic violence and or related issues? 
Which areas of the curriculum is/could it be taught in? 
By whom? 
When/What age/Frequency? 
Are there specific materials that you use? 
If so have staff had training to use these materials? 
16 Who else do /could you work with to educate students? 
Support 








18 Is there anything else we have not covered/discussed that you think is 
important? 
19 What 3 things are at the top of your education wish list? 
Thank you 
Re-affinn confidentiality and how the research will be used 
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Appendix 3: Handout 
NSPCC and ESRC research into 
Children, domestic violence and the role of schools 
This research sets out to explore the awareness, role and 
responsibility of schools in identifying and supporting children and 
young people affected by and experiencing domestic violence; and to 
locate areas of the curriculum where issues of domestic violence can 
be delivered. 
The study has been designed to be carried out nationally with 2 LEA's in 
approximately 6 schools across all age phases. Following the analysis of the 
fieldwork it is intended to feed back the findings of participating schools by offering 
INSET to help facilitate further developmental work. 
This research project seeks to work with Local Authorities, schools, and related 
interagency professionals to: 
* investigate the impact that domestic violence has on children and 
young people 
* develop the understanding of its impact on their development and 
educational progress 
* identify and enable ways that will facilitate an improved situation for 
children and young people affected by domestic violence 
I am interested in hearing the views of a wide range of people, from different 
professional and personal backgrounds, and have planned the project in two phases. 
I Firstly, interviews with teachers and key education workers and individuals 
involved in the life of the school. 
2 Secondly, focus groups and interviews with key inter agency professionals 
concerned with issues of child protection and domestic violence. 
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I Schools 
The research would need: 
A quiet and confidential space for the interviews 
Approximately one hour for each interview 
Permission to tape record each interview 
The bencrits for you and your school would be: 
* Taking part in a unique schools based research project aimed at providing a new 
direction for preventive and supportive work for children experiencing domestic 
violence. 
* An opportunity to reflect on the current and future developments of this area of 
school life through the interview process and subsequent INSET training. 
All the information given will be treated confidentially and the final thesis and report 
will be in a form in which no individuals or schools can be identified. 
I hope that you will be able to participate in this research. If you have any further 
questions about this project, please do not hesitate to contact: 
Niaggie. Warwick@bristol. ac. uk 
2 Multi-disciplinary groups and professionals 
The research would need: 
A quiet and confidential space for the interviews and focus groups 
Approximately one hour for each interview and two hours for each focus group 
Permission to tape record each interview and focus group 
The benefits for you and your organisation would be: 
* Taking part in a unique schools based research project aimed at providing a new 
direction for preventive and supportive work for children experiencing domestic 
violence. 
* An opportunity to reflect on the current and future developments of this area of 
school life 
All the information given will be treated confidentially and the final thesis and report 
will be in a form in which no individuals or schools can be identified. 
I hope that you will be able to participate in this research. If you have any further 
questions about this project, please do not hesitate to contact: 
Maggie. Warwick@bristol. ac. uk 
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